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New to the Sixth Edition 


w Updated citations and discussions of the strategies and practices address the 
political mandates, research findings, and national reports that have been released 
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preschool through adult literacy 


Contains illustrative descriptions that pull from disparate sources making a 
coherent source of often difficult to locate material 
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Ree: 


This new edition of Reading Strategies and Practices: A Compendium represents a signifi- 
cant improvement over the earlier editions. Some of the changes that were made include the 
following: 


m Overviews relating strategies and practices to developments in the field, including 
policy matters 
Addition of new strategies and practices 
Revision of existing descriptions of strategies, especially the cautions and comments 
for each strategy 

x Updated lists of references 

m Addition of several new strategies and deletion of some others within existing 
units 

m Discussion of each strategy in terms of current research findings that addresses their 
utility and in terms of recommendations from major research syntheses. 


This book is a compendium of strategies; it is not a description of a single approach, nor is 
it intended to be eclectic. The inclusion of a strategy should not be perceived as our endorse- 
ment of that strategy. There are some strategies that we view as problematic; there are oth- 
ers about which we disagree. 

We appreciate those of you who have used the book, especially those colleagues who 
gave us feedback for this revision. We hope you will find this new edition even more useful 
than its predecessors. Ideally, the book will stimulate reflection, discussion, evaluation, and 
intelligent use of instructional procedures. We especially want it to fill a void by being a 
ready reference for teachers and prospective teachers who want a clear, overall perspective 
of instructional procedures and who approach their teaching with a view to experimentation 
and decision making. The first five editions were used in numerous courses at the under- 
graduate and graduate level for such purposes; the new edition should have similar utility. 
We also recommend the book to administrators and others concerned with reading 
improvement—including parents. 

Finally, we would like to thank several individuals who helped with the book. We 
would like to acknowledge our colleagues’ contributions. We thank Ruth Allman for her 


PREFACE 


assistance with library research. We greatly appreciate the support of Aurora Martínez with 
Allyn and Bacon, and of Omegatype Typography, Inc. 

Allyn and Bacon thanks the reviewers of this edition, who provided many helpful 
comments: Terri L. Brandvold, Idaho State University; Deborah E. Doty, Northern Kentucky 
University; Shelly Hong Xu, California State University, Long Beach; Lilian McEnery, Uni- 
versity of Houston-Clear Lake; and Glenda Jo Pennington, Ohio Valley College. 
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Intended Purposes 


The purpose of this book is to afford the reader an active role in examining and evaluating 
instructional techniques. We do not expect readers to become familiar with all of the strate- 
gies or practices presented in the text, nor do we even advocate reading the text from cover 
to cover. Rather, we recommend reading it selectively and reflectively. Readers should 
select the units and strategies they wish to review and evaluate. 


How Is This Book Organized? 


For organizational purposes, the text is divided into 14 units. Within each unit we delin- 
eate our intent and provide recommendations as well as cautions for using various strate- 
gies and practices. The 14 units under which the strategies and practices have been 
classified are as follows: 


Unit 1: Lesson Frameworks for Literacy Support 


Unit 2: Holistic, Whole-Language, Learner-Centered, and Literature-Based 
Approaches 


Unit 3: Developing Literacies through Language Experience, Shared Reading, and 
Use of Multiple Representations 


Unit 4: Intervention Programs for At-Risk Readers 

Unit 5: Phonics and Word Identification 

Unit 6: Oral Reading 

Unit 7: Comprehension Development and Thinking Critically 
Unit 8: Meaning Vocabulary 

Unit 9: Responding to Reading as Writers and Genre Study 
Unit 10: Response to Literature and Drama 


Unit 11: Discussion and Cooperative Learning 
Unit 12: Content Area Literacy 


HOW TO USE THIS BOOK 


Unit 13: Studying 
Unit 14: Assessment Strategies for Classrooms, Teachers, and Students 


Some readers may disagree with the separation of teaching strategies and practices into 
these particular strands. This breakdown is intended as one viable method of organization; 
itis not suggested as a divinely inspired division of reading or curriculum. 

The 14 units of this text describe more than 85 strategies and practices. As an aid to 
examining and evaluating these techniques, each unit provides the reader with an overview - 
and a consistent organizational pattern. The following section describes how these aids 
might be used. 


Unit Overview 


At the beginning of each unit, an overview provides an introduction to the various strategies 
and practices presented in that section. This overview serves three essential purposes: 


1. Since only selected strategies have been included within the various units, the 
overview provides information on the rationale for selecting strategies. 


2. Since several strategies could be classified into more than one unit, the overview pro- 
vides information on the basis for the present classification. 


3. The overview provides the reader with a brief orientation, which enables purposeful 
reading of each section and thus facilitates the evaluation, comparison, and intelligent 
selection of strategies and practices or their adaptations. 


Strategies and Practices 


In detailing the major features of the various strategies and practices, the discussion of each 
adopts the following framework: 


Purpose 

Rationale 

Intended Audience 
Description of the Procedures 
Cautions and Comments 


Users of this book should realize that the description of the procedures should not displace 
their exploration of the primary sources, as these primary sources have fuller descriptions 
and include details, suggestions, and cautions (including the voices of the developers and 
others) that we are not able to include in this volume. 
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UNIT OVERVIEW 


In most classrooms, teachers approach reading instruction and content area learning (e.g., 
Social studies and science) with a general framework within which students are guided 
through a range of activities. The present unit describes seven frameworks that have been 
labeled lesson frameworks for reader support. The first framework, Guided Reading, was 
developed in conjunction with the exploration of the Reading Recovery within the context of 
regular classrooms in which students are engaged in reading carefully leveled trade books. 
The second framework, Four Blocks, engages students in four sets of reading-writing activ- 
ities tied to either trade books or anthologized selections. Two of the strategies (Directed 
Reading Activity and Directed Reading-Thinking Activity) are used primarily with short 
selections included in anthologies such as those mostly associated with basal or basic read- 
ing programs. The strategy Scaffolded Reading Experience is used primarily with content 
area textbook material. Direct Instruction is an approach to teaching reading based on a 
model of teaching that has its roots in behavioristic orientation to student engagement as well 
as a careful analysis of the component skills needed by individual readers. Finally, New 
Basics and Rich Literacy Tasks represent an important precursor for advent of literacy pro- 
grams designed to prepare students for the multiple literacies that already exist in the day-to- 
day experiences of students as they enlist digitally based technologies and other text forms 
in a multilayered and multimedia world. 

Each of these frameworks represents a combination of practices that reflects what the 
proponents of these practices view as likely to support literacy development. Over the last 
few years, discussions of these core programs have increased as notions of evidence-based 
practice are being debated alongside of the realization that equating these models with the 
notion of a single best approach is problematic. Indeed, whereas most literacy education 
researchers are adamant that the notion of a single best approach to literacy is wrongheaded 
to meet different students’ needs, many literacy educators would suggest that there are some 
elements in common across more effective versus less effective reading approaches tied to 
evaluations of evidence-based practices. In turn, they would suggest that the frameworks 
such as those included in this unit offer a way of organizing literacy instruction so that some 
of these elements are included. In accordance with these notions, the International Reading 
Association (2002) has a position statement on evidence-based practices that queries 


UNIT 1 P 


notions of "best" programs at the same time that it suggests what it deems to be evidence- 
based practices: 


Time and again, research has confirmed that regardless of the quality of a program, resource, 
or strategy, it is the teacher and learning situation that make the difference (Bond and Dyk- 
stra, 1967/1997). This evidence underscores the need to join practices grounded in sound 
and rigorous research with well-prepared and skillful teachers. ... 

In its simplest form, evidence-based reading instruction means that a particular 
program or collection of instructional practices has a record of success. That is, there is 
reliable, trustworthy, and valid evidence to suggest that when the program is used with a 
particular group of children, the children can be expected to make adequate gains in read- 
ing achievement. . . . In addition to evaluating the quality of the data by which programs 
or practices are judged, teachers also must ask if the children in their classroom closely 
resemble the children from whom the evidence was collected. . . . [Df the answer to all of 
these questions is yes, then teachers might conclude that there is a good fit and that their 
children might be expected to make similar achievement gains with the same program or 
practice. If, however, the answer to some or all of our questions is no, then it is difficult to 
predict whether similar results might be achieved. 

The quest to find the “best programs" for teaching reading has a long and quite unsuc- 
cessful history. . . . 

Current critical and comprehensive research reviews . . . indicate widespread agree- 
ment among literacy experts concerning the particular literacy practices and experiences in 
which effective teachers routinely engage children. . . . 


m Teach reading for authentic meaning making literacy experience 

Use high-quality literature 

Integrate comprehensive word study/phonics program into reading/writing instruction 

Use multiple texts that link and expand concepts 

Balance teacher- and student-led discussions 

Build a whole-class community that emphasizes important concepts and builds 

background knowledge 

m Work with students in small groups while other students read and write about what 
they have read 

m Give students plenty of time to read in class 

w Give students direct instruction in decoding and comprehension 

m Use a variety of assessment techniques to inform instruction 


The challenge that confronts teachers and administrators is the need to view the evidence 
that they read through the lens of their particular school and classroom setting. (International 
Reading Association, 2002, 232-236) 


Comments by other educational professionals reflect similar sentiments. For example, Tay- 
lor, Pressley, and Pearson (2002), in their comprehensive review and studies of effective 
schools, stress the need for caution in importing findings from one setting to another 
setting, but they do suggest that the more effective settings have certain characteristics. In 
so doing, they stress that the how may be more important than the what. Included in the 
elements that they identify is a balanced approach that includes a mix of reading materi- 
als, support for reading, directed and independent learning opportunities, and grouping pat- 
terns as well as effort for sustained engagement of students in reading and teachers 
on literacy improvement through coaching, use of assessment sources, parental engage- 
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ice- i ment, and professional development and mentoring. The frameworks selected for inclusion 
in this text constitute a subset only. Other units within the compendium describe pratices 
that could be viewed as affording lesson frameworks for reading and writing. Indeed, 


rce, 3 it is difficult to distinguish the goals and intended scope of the present practices from 
dyk- | the frameworks offered in several others—especially Unit 2 (Holistic, Whole-Language, 
und Learner-Centered, and Literature-Based Approaches) as well as selected practices 
: described in other units. 
ular 
Eum Guided Reading. Developed by Irene Fountas and Gay Su Pinnell, Guided Reading 
S E is a means of engaging students in meaningful reading of extended texts in conjunc- 
dms tion with developing problem-solving abilities with the support of teacher guidance 
sely and other students. 
ll of Four Blocks (Cunningham, Hall, and Defee, 1991, 1998). Designed to meet the needs 
heir of students reading at multiple reading levels, Four Blocks is a framework for begin- 
nor ning reading instruction that uses a combination of major instructional approaches to 
ilt to reading: guided reading, self-selected reading, working with words, and writing. 
gues Directed Reading Activity (DRA). Over the years, the Directed Reading Activity has 
probably been the most widely used framework for a “total” reading lesson. In many 
ree- ways, it has served as the basis for many of the lessons that have been developed to 
es in accompany basal reading selections. Five basic steps constitute a DRA. These steps 
purport to provide the structure for the improvement of a wide spectrum of reading 
skills—the most important of which is comprehension. This strategy, which may be 
applied to reading selections that vary in both length and readability, is suggested for 
ction use with students at all grade levels. 
Directed Reading-Thinking Activity (DR-TA). Assuming that critical reading perfor- I 
uilds mance requires the reader to become skilled at determining purposes for reading, the 
Directed Reading-Thinking Activity emphasizes that the reader declares his or her 
what own purposes for reading. Like the DRA, the Directed Reading-Thinking Activity 


may be applied to reading selections that vary in both length and readability, and it is 
suggested for use with students at all grade levels. 


Scaffolded Reading Experience (SRE). The Scaffolded Reading Experience was 


developed by Graves and Graves (1994) as a framework to assist students in success- 
lence fully understanding, learning from, and enjoying a text selection. The SRE is 


ional designed as a set of prereading, during reading, and postreading activities that teach- 
ers fit to the students and the texts. 

Tay- Direct Instruction (DI). Direct Instruction represents a teacher-directed approach to 
ctive reading instruction using curriculum design tenets involving carefully sequenced and 
ther detailed teaching objectives emanating from an analysis of the necessary component 
siin skills. 

n the New Basics/Rich Literacy Tasks. New Basics/Rich Literacy Tasks represent the 
teri- efforts of the Queensland Department of Education with the guidance of Allan Luke 
r pat- and other scholars in developing a curriculum to adapt literacy programs to meet the 


:hers needs of diverse communities as they engage with and prepare for the multiple litera- 
rage- cies that move us beyond print-based literacies. . 


4 UNIT 1 


As the different frameworks are reviewed, we would stress the important role of the teacher 
in all of these frameworks. As Duffy and Hoffman (2002) noted: 


Classrooms and schools . . . are multilayered and vary from context to context. One size 
does not fit all. So when we impose the seductively simple idea of implementing “research- 
based” correlates, we see only superficial improvements in teaching and only get gains in 
low-level literacy skills. 

Creating substantial forms of instructional effectiveness and substantive forms of lit- 
eracy achievement requires that we examine the deeper structures guiding teachers’ and 
school leaders’ enactment of teaching. This enacting is not a simple matter of technical com- 
petence with observed correlates of effectiveness. Rather, the best teachers weave a variety 
of teaching activities together in an infinitely complex and dynamic response to the flow of 
classroom life, and the best school leaders weave school conditions together in an infinitely 
complex response to life in schools. It is more like orchestration than a straightforward 
implementation. (p. 376) 
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Guided Reading 


Purpose 


Guided Reading was developed by Irene Fountas and Gay Su Pinnell (1996) as a means of 
engaging students in meaningful reading of extended texts in conjunction with developing 
problem-solving abilities with the support of teacher guidance and other students. 


Rationale 


The framework provides for the guided reading and development of strategies in conjunc- 
tion with the careful selection and placement of students in groups. While it appears to be 
the cornerstone of a reading program (especially in terms of developing a student's ability 
to strategically read for meaning), Guided Reading is viewed as one component of a liter- 
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acy program that incorporates other whole class, individual, and group activities such as 
reading aloud, shared reading, interactive writing, independent reading and writing, and so 
on. As Fountas and Pinnell (1996) state: 


it is the heart of a balanced reading program. (p. 1) 

..- Guided reading is a context in which a teacher supports each reader’s develop- 
ment of effective strategies for processing novel texts at increasingly challenging-levels of 
difficulty. (p. 2) 


The Guided Reading framework places an emphasis on the following: 


1. The importance of teacher mediation and peer support in the development of reading 
for meaning, especially the problem-solving strategies which undergird independent reading. 


2. The importance of careful placement of students to ensure that they have the oppor- 
tunity by reading material at an appropriate level whereby they are challenged, but not to 
the point of frustration. 


3. The vigilance of teachers as they observe and place students in groups with other stu- 
dents and select texts for students to read, including practice with and extension of their 
problem-solving strategies. 


4. Opportunities for students to be engaged in the use and expansion of skills and strate- 
gies as they read extended text. 


As Fountas and Pinnell state: 


a It gives children the opportunity to develop as individual readers while participating 
in a socially supported activity. . 

= It gives teachers the opportunity to observe as they process new texts. 

m It gives individual readers the opportunity to develop the reading strategies so that 
they can read increasingly difficult texts independently. 

m It gives children enjoyable, successful experiences in reading for meaning. 

m It develops the abilities needed for independent reading. 

= It helps children learn how to introduce texts to themselves. (1996, 1-2) 


Many of the elements of Guided reading have as their source, practices first developed by 
Marie Clay and extended in the United States especially in conjunction with attempts to 
develop whole class practices compatible with the learning and teaching principles of 
Reading Recovery. The framework draws heavily from the Early Literacy Learning Initia- 
tive (ELLD, which was developed by a team of teacher educators (Irene Fountas, Gay Su 
Pinnell, Diane DeFord, Carol Lyons, Billie Askew, Mary Fried, Rosemary Estice, Andrea 
McCarrier, and others). 

The Ohio State University Early Literacy Learning Initiative includes Guided Read- 
ing as one of several elements that purport to constitute a balanced literacy program: 


1. Reading aloud (whole class or small group) a selected body of children's literature 
having certain features which lend themselves to several rereadings intended to develop 
students’ enjoyment and opportunities to model reading for different purposes as well as 
knowledge of language and books. 


UNIT 1 


2. Shared reading. 
3. Guided Reading (details to follow). 


4. Independent reading (alone or with partners)—reading a range of material including 
some from a collection at their level. 


5. Shared writing where teachers and students work together to compose messages with 
teachers sometimes acting as scribes. 


6. Interactive writing where teachers and students engage in a group writing experience 
not unlike a language experience or dictated story approach. 


7. Guided writing or writing workshop where teachers engage students in process writ- 
ing including conferencing as well as mini-lessons. 


8. Independent writing where students engage in writing their own stories, informa- 
tional pieces, labels, and so on. 


Intended Audience 


Guided Reading is intended for use with students in the first three or four grades of school 
but can be adapted for use with older students. 


Description of the Procedures 


After careful observation of children, the teacher places together a group of children for a 
mediated reading experience where they will each read the same text which is carefully 
selected to be appropriately challenging. The goal is to have a group who uses similar 
processes and can handle material at a similar level of difficulty with some teacher support. 
The teacher briefly introduces the text to the small group and provides incidental support to 
selected students as children read the text and then return to the text for discussion of strat- 
egy development. The steps in Guided Reading are 


1. Teacher preparation and selection of material 

2. Introduction to the selection 

3. Students’ reading of the text with teacher observation and incidental support 

4, Conversation and discussion of story including rereading, revisiting, and extending 
the text. 

5. Teacher assessment and follow-up 

6. Managing Guided Reading in conjunction with other elements of a classroom liter- 
acy program 


1. Teacher Preparation and Selection of Material. Fountas and Pinnell stress the 
importance of identifying material that will challenge, but not overchallenge, the students. 
They suggest as a rule that the student should be able to read (with teacher support and an 
introduction) about 90 percent of the words accurately. At the same time, the teachers need 
to avoid selecting texts that are so easy that students will have no opportunity to build strate- 
gies. If words are unknown, are they likely to be accessible via the students’ use of strate- 
gies such as word analysis and prediction strategies? And, does the text offer a few 
opportunities to problem-solve? To this end, they discuss the possibility of using some of 
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the leveling of books used in conjunction with the books that serve as a resource for Read- 
ing Recovery. In addition, they stress the importance of the material being interesting and 
consideration for other features such as length, layout, cohesiveness, and so on. 


2. Introduction to the Selection. While suggesting that more challenging books may 
need more of an introduction, they support the adage of Clay, Holdaway, and others that 
teachers need to be careful to avoid an overly elongated introduction. In essence, they strive 
for an introduction that is lively, creates interest, and readies the child, but does not give too 
many things away. In terms of introduction to concepts, words, or language patterns, they 
suggest briefly dealing with those that are deemed critical and unlikely to be understood 
without some introduction. In other words, the selection of the text and introduction are 
intended to propel the students’ engagement in reading the selection successfully, including 
their enlistment of strategies to solve problems and read for meaning. It is likely that dif- 
ferent selections and different occasions will call for doing different activities to prompt the 
students’ engagement prior to reading. Hopefully, introductions will engage students in a 
preliminary conversation about the story as it prompts expectations, raises questions, and 
highlights/foreshadows certain information or concepts. 


3. Students’ Reading of the Text with Teacher Observation and Incidental Support. 
During the students’ reading of the texts, teachers are observing and noting students’ 
behaviors—especially problem-solving. It is as if the teacher’s role is to listen in, take 
notes, and plan for follow-up. In those situations when students may need immediate help, 
then the goal is to provide them guidance which engages their use and reflection on the 
strategies they can and do use. The students are expected to read the whole text or a por- 
tion to themselves either quietly or silently. They may request help in problem-solving 


4. Conversation and Discussion of Story Including Rereading, Revisiting, and 
Extending the Text. Following the reading of the text, the students are engaged in a com- 
bination of conversations/discussion of what they have read as well as opportunities to dis- 
cuss and explore their problem-solving. The goal is to engage the students in talk about 
their recall and personal responses, including predictions and questions. Rereading of a 
selection (either as a group, with partners, or independently) may take place to afford an 
opportunity for students to revisit the story and increase their fluency as well as revisit or 
expand upon their problem-solving. Teachers are encouraged to return to the text for one or 
two teaching opportunities such as finding evidence or discussing various kinds of problem- 
solving. Occasionally, students are encouraged to extend the text through further discussion, 
writing, or drama. 


5. Teacher Assessment and Follow-Up. Fountas and Pinnell stress that the ultimate test 
is whether Guided Reading, together with other reading experiences, responds to the stu- 
dents’ growth as readers, including their ability to handle a range of increasingly difficult text 
as a vehicle for learning. In addition, students should be showing evidence of developing 
strategic behaviors associated with the notion of a self-improving or self-extending system 
(e.g., self-monitoring, searching, and self-correcting). They emphasize the need for teachers to 
maintain careful observations and to do frequent incidental and systemic checks of students’ 
progress—including enlisting the use of running records as well as teacher-prepared checklists 
by which to note the students’ strategy usage, signs of faltering or fluency, and so on. 


UNIT 1 


6. Managing Guided Reading in Conjunction with Other Elements of a Classroom 
Literacy Program. While Guided Reading may be the cornerstone, it is not intended to 
be the sole element of a literacy program. Students are expected to be engaged in several 
other activities that may complement or accompany Guided Reading activities. Teachers 
would expect to work with different groups on Guided Reading as well as establish a range 
of other activities that they would support differentially over the week. Some activities may 
engage the students in independent work; others might involve cooperative groups or part- 
nerships. The Fountas and Pinnell text details how teachers might provide different kinds of 
support in conjunction with these various activities, including ways they might be inter- 
connected through common themes or as follow-up. 


Cautions and Comments 


Since its inception, Guided Reading has received a great deal of attention from practitioners, 
school district personnel, and the originators themselves. In turn, they have provided further 
resources, refinement, and research, as well as project evaluation information. Guided Read- 
ing together with its counterpart, the Literacy Collaborative (www.lcosu.org), has been 
shown to be more successful than other schoolwide programs including basals driven by 
Direct Instruction and other models or Success for All. The resources address a wide range 
of needs of teachers in different settings, and the approach includes many of the elements 
associated with past studies of effective schools (IRA, 2002; Taylor, Pressley, and Pearson, 
2002). The reference list includes a number of articles representative of the professional 
engagement of educators in exploration.of its use. Further examples can-be reviewed by 
pursuing web searches of the procedure (e.g., www.meps.k12.md.us/curriculum/english/ 
guided rdg.html). 

While Guided Reading might not have been the target of detailed comparative studies, 
the framework clearly represents a concerted multiyear attempt to pull together research, the- 
ory, and the thinking and best practices of countless teachers and teacher educators who are 
engaged and have been engaged in successful work with students. The developers acknowl- 
edge their debt to others, including Marie Clay, whose work has been a key antecedent to these 
efforts, as well as collaborators such as many other developers connected with their related 
Reading Recovery efforts, and the Ohio State ELLI. We can rest assured that the framework has 
emerged and has been refined and revised, and revised again, and will undergo further revision, 
we suspect, as they learn from and with others who use the framework. 

Guided Reading would appear to have antecedents and connections to several other 
strategies and frameworks. For example, Guided Reading varies the teacher’s level of 
support in some ways consistent with notions of teacher support discussed in conjunction 
with the Explicit Teaching of Reading Comprehension (see Unit 7). While Guided Read- 


ing suggests more varied and flexible levels of teacher support, both draw heavily from _ 


the same notion of the gradual release of responsibility of teacher support in their sug- 
gestions for how strategic reading develops. In other ways, Guided Reading complements 
and overlaps with the suggestions emanating from strategies such as the Directed Read- 
ing Activity, Shared Book Experience, and Language-Experience Approach (see Units 1 
and 3). i : 

Guided reading is a strategy that demands a teacher be willing to engage in thought- 
ful observation of children as well as in careful consideration of materials and constant 
rethinking of the grouping of children. The use of running records as well as other forms of 
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observing and notetaking are highlighted as important complements to teacher decision- 
making and planning. 

The question of ability grouping is admittedly one of the thorniest issues for Guided 
Reading. The authors discuss at great length the disadvantages of maintaining ability 
groups and make a case for the dynamic placement of students—shifting students to other 
groups as they are able to meet the demands of different selections. However, one might 
question whether or not students will be frequently moved and if the apparent stagnation 
that occurs as a result of ability grouping will occur. Certainly, they suggest a range of other 
activities that might serve to counteract the impact of stagnant ability grouping. 

Teachers using Guided Reading will need to have access to and knowledge of reading 
materials carefully leveled and organized to support the selection of material to meet the needs 
of students. While the authors and others affiliated with Reading Recovery or its offshoots 
(e.g., ELLI) might have access to an extensive library of materials from which to select, we 
suspect that many teachers are going to need to add resources and access to such material. 

Guided Reading offers teachers an organization and principles, together with exam- 
ples, to assist teachers in developing what might be considered a comprehensive approach 
to the reading-writing curriculum. While the framework is not prepackaged, it may appear 
to lock teachers into an organizational scheme which may have only the look of developing 
strategic readers and writers. To be successful, teachers will need to be constantly research- 
ing and refining their teaching and assessment strategies as they adjust, adapt, expand, and 
improve their reading-writing programs to meet the needs of their students. 


REFERENCES 


Antonacci, P. A. 2000. Reading in the zone of proximal 
development: Mediating literacy development in 
beginner readers through guided reading. Reading 
Horizons 41(1) 19-34. Compares and demon- 
strates a traditional basal approach with a guided 
reading approach. 

Blachowicz, C., and D. Ogle. 2001. Reading comprehen- 
sion: Strategies for independent learners. New 
York: Guilford Press. Provides a thoughtful dis- 
cussion and suggestions for the use of a range of 
strategies. 

Button, K., M. J. Johnson, and P. Furgerson. 1996. Inter- 
active writing in a primary classroom. The Reading 
Teacher 49(6): 446-454. Details the use of inter- 
active writing in conjunction with The Ohio State 
University Early Literacy Learning Initiative 
(ELLD. 

Byrd, D., and P. Westfall. 2000. Guided Reading coaching 
tool. Portland, ME: Stenhouse. Offers examples of 
materials that can support Guided Reading lessons 
and assessments. 

Fawson, P. C., and D. R. Reutzel. 2000. But I only have a 
basal: Implementing Guided Reading in the early 
grades. The Reading Teacher 54(1): 84-114. 
Describes a way to use basal readers as an integral 
part of a Guided Reading program/leveled text. 


Fountas, I. C., and G. S. Pinnell. 1996. Guided reading: 
Good first teaching for all children. Portsmouth, 
NH: Heinemann. Provides a comprehensive intro- 
duction to Guided Reading with a host of support 
materials including classroom management plans, 
leveled book lists, examples of check lists, and 
observational schedules. | 

. 1999. Matching books to readers: Using leveled 
books in guided reading, K-3. Portsmouth, NH: 
Heinemann. Provides detailed procedures for lev- 
eling books, putting together and using these books 
in classrooms in conjunction with running records, 
and so on. 

Hoyt, L., M. E. Mooney, and B. Parkes (Eds.). 2003. 
Exploring information texts: From theory to prac- 
tice. Portsmouth, NH: Heinemann. Edited text that 
includes discussions on Guided Reading. 

International Reading Association. 2002. Evidence-based 
reading instruction: Putting the National Reading 
panel report into practice. Newark, DE: Author, 
232-236. Discusses the elements that undergird 
effective reading programs. 

Malik, S. (1999). Guided Reading and writing: Learning 
how. Perspectives in Education and Deafness 
17(3): 26. Addresses the use of writing in conjunc- 
tion with Guided Reading. 


10 UNIT 1 


Morrow, L. M., M. Collucci, and A. Radzin. 2002. Staff 
development for early literacy teachers: Changing 
to Guided Reading. Dimensions of Early Child- 
hood 30(4): 5-9. 

Opitz, M. F, and M. P. Ford. 2001. Reaching readers: 
Innovative and flexible strategies for Guided Read- 
ing. Portsmouth, NH: Heinemann. 

Pinnell, G. S., and I. C. Fountas. 1998. Word matters: 
Teaching phonics and spelling in the reading/ 
writing classroom. Portsmouth, NH: Heinemann. 
Provides details of dealing with teaching phonics 
and spelling in conjunction with Guided Reading. 

Rog, L. J. 2003. Guided Reading basics. Portland, ME: 
Stenhouse. Provides a practical guide for imple- 
menting Guided Reading lessons for students at 
different levels—emergent, early, developmental, 
and fluent. a 

Skidmore D., M. Perez-Parent, and S. Arnfield. 2003. 
Teacher-pupil dialogue in the Guided Reading ses- 
sion. Reading 37(2): 47-53. Reflections on an 
examination of teacher-student interations during 
Guided Reading. 

Sowell, D. J. 2003. Strategy strips for self-reliant readers. 
The Reading Teacher 56; 530-532. Describes a 
technique using reading strategy strips with small 
guided reading groups. 

Tancock, S. M. 1994. A literacy lesson framework for 
children with reading problems. The Reading 
Teacher 48: 130-140. Describes a literacy lesson 
(similar to Guided Reading) for students with 
reading difficulties. 


Four Blocks 


Purpose 


Taylor, B., M. Pressley, and P. D. Pearson. 2002. 
Research-supported characteristics of teachers and 
schools that promote teaching achievement. In B. 
Taylor, M. Pressley, P. D. Pearson (Eds.), Teaching 
reading: Effective schools, accomplished teachers. 
Mahwah, NJ: Erlbaum, 361—373. Discusses the 
research on effective schools and teachers as a 
basis for suggesting key elements for an effective 
reading program. 

Vilaume, S. K., and E. G. Brabham. 2001. Guided Read- 
ing: Who is in the driver's seat? The Reading 
Teacher 55(3): 260—263. Discusses the teacher and 
student roles in Guided Reading. 

Weaver, B. M. 2000. Leveling Books, K-6: Matching 
readers to text. Newark, DE: International Reading 
Association, Explains the importance of leveling, 
reviews leveling systems, and provides a step-by- 
step leveling procedure for grades K—6. 

Whitehead, D. 1994. Teaching literacy and learning 
strategies through a Modified Guided Silent Read- 
ing procedure. Journal of Reading 38: 24-30. 
Compares the use in New Zealand classes of two 
variations of the Guided Silent Reading procedure: 
GSR and MGSR. The MGSR is intended to shift 
more control to students. 

. 2002. “The story means more to me now”: Teach- 

ing thinking through Guided Reading. Reading 

Literacy and Language 36(1): 33-37. Discusses 

the engagement of students’ comprehension in 

conjunction with Guided Reading. 


Four Blocks (Cunningham, Hali, and Defee, 1991, 1998) is a framework for beginning 
reading instruction designed to meet the needs of students reading at multiple reading lev- 
els by using a combination of major instructional approaches to reading. 


Rationale 


Cunningham et al. designed Four Blocks to accomplish two goals: (1) meeting the needs of 
students encompassing a wide range of entering literacy levels without putting them inabil- 
ity groupings, and (2) finding a way to combine the major approaches to beginning reading 
instruction. It was their thinking that teachers attempt to meet the needs of poor readers by 
putting them in the low reading group and slowing down the pace of instruction. However, 
the evidence on doing this is not very promising. Generally, students placed in the low read- 
ing group remain in that grouping throughout their elementary school years and almost 
never learn to read and write at the appropriate grade-level standards (Allingtoh, 1983). 
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Additionally, Cunningham et al. were concerned with the way various approaches to 
reading instruction wax and wane in their popularity. When they published their original 
description of Four Blocks (Cunningham et al., 1991), literature-based instruction was pop- 
ular. At this point in time that approach is falling into disfavor, and phonics approaches are 
becoming popular. It was their thinking that there is no one best method of teaching read- 
ing since it belies what we know about how students learn; that is, students do not learn in 
the same way or at the same rate. Individual differences are a reality; therefore, to teach all 
students the same way, with the same method, is nonsensical. To avoid this, they recom- 
mended a combination of approaches to reading instruction. To meet their stated goals Cun- 
ningham et al. developed Four Blocks, a framework for beginning reading instruction that 
was both multilevel and multimethod. 


Intended Audience 


Since Four Blocks is a framework for beginning reading and writing instruction, it is appro- 
priate for the early grades and has been implemented specifically in grades 1-3. 


Description of the Procedures 


In this framework, reading and writing time is divided fairly evenly among four different 
approaches to instruction, that is, the 2% hours of reading and writing instruction is divided 
into four blocks of 30-40 minutes each. The four blocks are: (1) guided reading, (2) self- 
selected reading, (3) working with words, and (4) writing. Before describing each of these 
blocks, it should be mentioned that when providing instruction, teachers try to integrate 
them. They are not necessarily treated as discrete entities; rather, teachers try to make con- 
nections among the blocks. Most often, this is done by taking a theme approach to teaching. 
The kinds of materials about which students read and write and the words with which stu- 
dents work can be connected via a theme. 


1. Guided Reading. Originally Cunningham et al. called this the basal block. Recently, 
teachers have augmented, or replaced, the basal with other materials. The guided reading 
block is now carried out with the class basal, basals from previously adopted series, multiple 
copies of trade books, and various combinations of these materials. The purpose of the guided 
reading block is to expose students to a wide variety of literature, teach them comprehension 
strategies, and teach them how to read in materials that become progressively more difficult. 

In the beginning of the first grade most of the guided reading time involves the reading 
of predictable books, read in some format of shared reading (e.g., echo, choral; see Unit 6). 
Comprehension activities involve having the students take on roles and become the charac- 
ters of a book as the rest of the students read along. Little book versions of Big Books are 
read and reread with partners, in small groups, and individually. As the year progresses 
shared reading continues as part of guided reading, but other books—not predictable or 
Big—are added. Emphasis begins to switch from reading together to reading alone or with a 
partner. Teachers also begin to change how they present a book. Instead of always reading a 
book to children, teachers can change their focus to the pictures, having students name the 
objects in the pictures or make predictions based on them. They might also point out some 
important but difficult words that students will have to read. After students read the text, they 
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reconvene as a large group to discuss the book, sometimes reading itas a whole class. Com- 
prehension strategies are taught and practiced; predictions about the books are checked. 
Another reading of the book might have students act out the various parts or be accompanied 
by a writing activity, done individually or in pairs. 

Cunningham et al. suggest it is difficult to make the guided reading block multilevel, 
as any selection students read as a group might be too easy for some and too difficult for 
others. Because the other three blocks involve materials above grade level, Cunningham et 
al. are not concerned about students who find guided reading books too easy. Instead, they 
concentrate their efforts on struggling readers by adapting instruction. Teachers begin this 
by selecting two selections weekly, one on grade level and the otber easier. Each book is 
read multiple times, with different purposes and in different formats. The repeated readings 
enable almost all students to reach fluency by the time the last reading occurs. Those stu- 
dents who still need help can be supported by a partner who is taught to help the poorer 
reader deal with the selection. In addition, teachers can also meet with small groups of stu- 
dents who need help as long as the groups remain flexible and change members. 


2. Self-Selected Reading. Self-selected reading is also known as individualized reading 
or readers’ workshop (see Unit 2). Under whatever name used, self-selected reading allows 
students to choose what they want to read and what parts of it to which they wish to respond. 
"Teachers hold individual conferences with students, and opportunities are provided to share 
with others what they are reading. This block includes a teacher read-aloud using a wide range 
of literature. Students also read on their own from the books teachers have gathered. The 
classroom library endeavors to have as great a range of levels and types of books as possible. 
As students read, teachers have conferences and make anecdotal records of a number of stu- 
dents daily. The block concludes with one to two students sharing what they are reading. 
Self-selected reading is, by definition, multilevel. Students’ choices of books are only 
limited by their availability and how willing and able students are to read from them. 
Advanced readers are steered toward books that will be challenging to them. For those stu- 
dents having difficulties selecting a book to read, Cunningham et al. recommend: (a) helping 
students determine when a book is right and when it is not, (b) suggesting they read books 
already read aloud by the teacher, (c) encouraging reading with a friend and rereading books 
they enjoy, (d) making a number of informational picture books available, and (e) setting up 
programs in which they can read to younger students while practicing with easy books and 
having a real purpose for doing so. Finally, with early first graders, Cunningham et al. suggest 
teaching them that there are three ways to read a book. First, they can pretend read a book by 
telling the story of a familiar book. Second, they can picture read from a real book and talk 
about all the objects depicted in the pictures. Third, they can read by reading the words. Of 
course, teachers need to model these ways to read for students early in the school year. 


3. Working with Words. In the working-with-words block students learn to read and spell 
high-frequency words and learn the visual and sound patterns of words to allow them to 
decode and spell many other words. This block has a number of suggested activities: (a) word 
wall, (b) rounding up the rhymes, (c) making words, and (d) guess the covered word. 


a. Wordwall. The word wall is a collection of high-frequency words displayed alphabet- 
ically by the first letter. Cunningham et al. suggest that these words be ‘written on colored 
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paper with heavy black markers. Five new words are added weekly until 110—120 words are 
displayed. Students spend the first 10 minutes of this block reviewing the word wall words; 
practice entails looking and saying the old and new words, writing the words on paper, clap- 
ping or snapping the letters, and self-correcting the words with the teacher, if necessary. 
After word wall practice, the remaining 15-25 minutes of this block are used to do activi- 
ties to help students decode and spell. The word wall is a multilevel activity, as some stu- 
dents are still learning to read these high-frequency words. Those who can already read 
them are learning to spell them. 


b. Rounding up the rhymes. This activity is actually a follow-up to the guided reading of a 
selection or a book the teacher has shared with the students at the beginning of self-selected 
reading. After the book has been read one to two times for meaning and enjoyment, it may be 
revisited during the working-with-words block to draw students’ attention to the rhyming 
words. As the book is read this time, students are encouraged to point out the words that 
rhyme. These words are written down on index cards and placed in a pocket chart. Next, stu- 
dents are reminded that words that rhyme usually have the same spelling pattern; they are 
asked to examine the words they’ve selected to identify, by underlining, those words that end 
the same. Those without the same visual pattern would be discarded. For instance, fed and 
said would be discarded while lead and dead would be kept for further examination. This 
activity concludes with a transfer step in which students are asked to read and spell new 
words based upon their growing knowledge of rhymes and spelling patterns. Students are told 
that many times words are encountered as they read that are new to them, but they can use the 
rhymes and spelling patterns they already know to help them read and spell the words. Using 
our previous example, read or head might be written by the teacher for student exploration. 

Rounding up the rhymes is multilevel, as some students are still developing their 
phonemic awareness skills while others are practicing their initial letter substitution, More 
advanced readers are working on the strategy of using known words to decode and spell 
unknown words that rhyme. 


c. Making words. Making words was designed by Cunningham and Cunningham 
(1992) as an active, hands-on activity in which students learn how to look for the patterns 
in words and how changing a letter can change the whole word. Students are given the let- 
ters from a 6- to 8-letter word chosen by the teacher for its relation to an activity students 
are doing in an another block; for example, the letters from the word animals would be 
given in random order to students for this activity. The activity begins by making 2-letter 
words from the letters and proceeds on to build 3-, 4-, and 5-letter words until the final word 
can be figured out. Words made are then sorted and read by a number of patterns: beginning 
sounds, endings, and rhymes. Sorted for rhymes, students might generate main and slain or 
an and man, Students can then follow the same procedure as specified in rounding up the 
rhymes and conclude with a transfer step, reading and spelling out words that might be 
encountered in students’ reading. In this case, transfer words might be stain or span. 

Making words is a multilevel activity, as it begins with short words and progresses to 
longer, more difficult words, with the final challenge being to use all the letters to make up 
the secret word. In this activity even those students with limited literacy ability can make 
the little words and can sort words into patterns. In this way they can read and spell new 
words based upon the visual patterns they can say and spell. 
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d. Guess the covered word. The purpose of this activity is to provide practice for students 
in cross-checking meaning with letter-sound information. Cunningham et al. suggest that in 
this activity four to five sentences are written on the board, each with a word covered by two 
sticky notes; the length of the sticky notes needs to be adjusted to avoid providing word 
length clues to students. Students are asked to guess what the covered word is and explain 
their guess; teachers need to point out that there may be many possibilities to fit the.context 
of the sentence. Next, the teacher takes off the first sticky note which has covered all the let- 
ters up to the vowel; guesses which do not conform to the revealed visual pattern are elim- 
inated. New guesses which fit both the context and the visual pattern are now made. When 
new guesses cease to be offered, the entire word is revealed and discussed. For those stu- 
dents who need it, this activity provides a review of beginning letter sounds; for more 
advanced students, it helps solidify the strategy of combining meaning, beginning letters, 
and word length as clues to the identification of unknown words. 


4. Writing. The writing block is conducted as a writers' workshop (see Unit 2) and begins 
with a 10-minute period in which the teacher models the writing process. With an overhead 
projector or a large piece of chart paper, the teacher writes and thinks aloud about what to 
write and how to write it, keying in a few items a day. The teacher models using the word wall 
and invents the spelling of a few big words. The teacher also makes a few deliberate mistakes; 
when the writing is done or the next day, the students help the teacher edit the piece. 

The next part of this block is a focus on students' own writing. Each student may be 
at a different point in their writing—some finishing a piece or starting a new one and others 
editing or illustrating. While students write, the teacher holds a conference with some indi- 
viduals and helps them get their pieces ready to publish. Publication time occurs after three 
to five drafts of a piece; the student chooses one on which to put the finishing touches. 
Spelling errors are fixed and mechanics are cleared up; Cunningham et al. point out how 
important this is as they want students' published writing to be easily read by others. The 
block ends with Author's Chair (see Unit 9), where several students share their writing. 

The writing block can be multilevel if teachers allow students to choose their own 
topic, accept first-draft writing at whatever level the students happen to be, and allow them 
as many days as needed to finish their pieces. In this way all students can succeed. Addi- 
tionally, Cunningham et al. suggest that teacher modeling of writing and the publishing con- 
ferences allow for further multilevel activities. The teacher modeling lessons can contribute 
to making writing multilevel by focusing in on different facets of the writing process, differ- 
ent topics, and/or different lengths of writing. Teachers can individualize their teaching in the 
publishing conferences; the conferences provide the opportunity for the teachable moment, 
as both advanced and struggling writers can be moved forward in their individual writing 
needs. Finally, it should be pointed out that when students write, some of them are actually 
working on becoming better writers. For others, writing provides the vehicle for them to fig- 
ure out reading. 


Cautions and Comments 


As Cunningham et al. set out to do with Four Blocks, they have developed a framework 
which incorporates the major approaches to reading (e.g., basals, phonics, literature-based 
instruction) without moving students into ability groups. Additionally, they have shown how 
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each block can be made multilevel. In Cunningham et al. (1998) they provide data on the 
successful implementation of this framework. Specifically, they provide longitudinal data 
from the original Four Blocks school as well as new data from a suburban school district and 
one rural school as evidence that this framework is effective in teaching both struggling and 
advanced students to read and write and/or improve upon their overall reading and writing. 
Additionally, they report that if extra support is needed for struggling readers beyond the four 
blocks of instruction, the framework seems very compatible with special reading programs 
including Reading Recovery (see Unit 4). Perhaps the success of Four Blocks can be attrib- 
utable to the fact that each teacher who tries it will find at least some part of it to be familiar; 
since it is not a totally novel approach, it allows teachers an anchor as they implement the 
framework. Cunningham et al. insist that each Four Blocks' classroom must be built upon 
giving each block its allotted time. Beyond that, they believe teachers should have wide lat- 
itude in doing instruction in ways they and the students find most effective and satisfying. 
While they offer general support for the approach, their explorations fail to delve into the 
problems that they have incurred or the extent to which students' overall achievements cor- 
relate with becoming more strategic and self-motivated literacy inquirers. 

As the Four Blocks program has been explored in a variety of different school set- 
tings, Cunningham and her colleagues have developed an expanding range of web-based 
support material (www.wfu.edu/~cunningh/fourblocks) including research and evaluation 
information as well as other resources to guide district personnel, professional development 
personnel, and teachers in the use of the framework. 
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The purpose of the Directed Reading Activity (DRA) (Betts, 1946) is to: (1) give teachers 
a basic format from which to provide systematic instruction on a group basis; (2) improve 
students’ word recognition and comprehension skills; (3) successfully guide students 
through a reading selection; and (4) engage students in reading text (Blanton and Moor- 
man, 1990). 
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UNIT 1 


Rationale 


DRA is a structured strategy used by classroom teachers as a comprehensive means to provide 
reading instruction to children through a reading selection and was once used as the basis for 
developing teaching guidelines for basal reader selections. Indeed, Betts (1946) compiled the 
guidelines that various authors of basal readers generally recommended for teaching reading. 
Betts described a plan to follow when there was general agreement among the authors: 


First, the group should be prepared, oriented, or made ready, for the reading of a story or selec- 
tion. Second, the first reading should be guided silent reading. Third, word-recognition skills 
and comprehension should be developed during the silent reading. Fourth, the reading—silent 
or oral, depending upon the needs of the pupil—should be done for purposes different from 
those served by the first, or silent, reading. Fifth, the follow-up on the “reading lesson” should 
be differentiated in terms of pupil needs. (p. 492) 


Intended Audience 


The DRA is normally associated with basal reader instruction in the elementary grades, but the 
teacher may adapt it for any reading selection. For example, Shepherd (1973) has illustrated 
the use of DRA with content area textbooks from the middle school level through high school. 


Description of the Procedures 


Although there may be minor differences as to what constitutes the DRA, it usually contains 
the following components, all of which the teacher may modify to fit a student’s needs: 


1. Readiness 

2. Directed silent reading 

3. Comprehension check and discussion 
4. Oral rereading 

5. Follow-up activities 


Stage 1: Readiness. The readiness, or preparation, stage of the DRA involves getting 
students ready to enter the story by relating the story selection to their past experiences, 
developing their interest in reading it, and setting their purposes for reading. Four compo- 
nents comprise the readiness stage of the DRA. 


a. Develop concept background. Here it is suggested that the teacher connect the new 
concepts that the students will be exposed to in tbe reading selection with their previous 
experiences or readings. Any misconceptions or hazy understandings by the students are 
expected to be clarified before they read the story. 

The teacher may build background through various means, including discussions 
centering around the story title and illustrations in the selection, personal experiences of the 
students related to the story content, films, pictures, maps, or other audiovisual displays. 


b. Create interest. Starting with the notion that children must be interested or motivated to 
read a selection in order to maximize their comprehension and enjoyment of its contents, the 
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teacher attempts also to create interest in the early stages. The mechanical side of the selec- 
tion alone, its title and the various illustrations, many times may serve to arouse students’ 
interest; however, the teacher may also have to keep creating enthusiasm for students to read 
the story effectively. In some cases developing conceptual background (the previously dis- 
cussed section) may suffice. If not, the teacher may choose to read a short, introductory por- 
tion of the selection in hopes of inspiring the students to want to read the rest. At other times, 
the teacher may wish to use multimedia material and/or experiences to stimulate interest. 


c. Introduce new vocabulary. Here the teacher's task is to prepare students for any words 
they will encounter that are outside the students' reading vocabularies and word recognition 
abilities. To emphasize word meanings and not just word pronunciations, the teacher may 
introduce new vocabulary in context, both orally and visually. For example, the teacher might 
first use the word orally in a sentence, followed by a visual presentation on the chalkboard 
using meaningful phrases or sentences. The introduction of new vocabulary is not a time for 
drill or for emphasizing word attack skills. Instead, it is the time to give students oral famil- 
iarity with selected words. Typically, a teacher introduces no more than five words at once. 


d. Establish purpose. Based on the notion that the establishment of clear, concise pur- 
pose for reading a selection determines the quality of the readers’ comprehension, the 
teacher poses questions for the students to answer in their silent reading. The overall ques- 
tion the teacher should consider is, “What are the students reading for?" For example, the 
teacher must decide whether to set a general purpose for the entire selection, such as *Read 
to find out the series of events that led to the downfall of.the dictator," or if the teacher 
decides to set more specific purposes for each part of a selection, another example is “Read 
to find out how the dictator came to power before you go on to other parts of the selection." 

The presentation of the readiness stage of the DRA should take approximately five to 
fifteen minutes but will vary in length and emphasis according to the ability of the students 
and the complexity of the selections. For less advanced students, it may be necessary to 
spend a longer time preparing them to read the selection than when preparing more 
advanced students. Depending upon how the teacher approaches the readiness stage, one 
component may encompass other aspects of this step. For instance, introducing new vocab- 
ulary may create interest and develop concept background simultaneously. With the excep- 
tion of establishing purpose, which should conclude the readiness stage, the teacher need 
not present the other components in any established order. 


Stage 2: Directed Silent Reading. Following the readiness stage of the DRA, the stu- 
dents should read the selection silently to seek answers to the purpose-questions that the 
teacher has set. It is emphasized that the teacher have students read the selection silently, and 
not orally. This way is more rapid, it is more characteristic of everyday reading needs, and it 
gives the students an opportunity to use their work attack skills without expressed effort. 

If readiness activities have been thorough, many students will work efficiently with 
very little, if any, teacher help. The teacher should encourage students to work out word 
recognition problems independently; however, he or she might also be available in the event 
a student requests help with confirmation or analysis. Because silent reading is not a time 
for word attack drills, it is suggested that teachers guide students who require help to clues 
that will aid them in unlocking the meaning of unknown words. If students seem unable to 
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decode certain words, the teacher usually will provide these words so that reading may pro- 
ceed. The teacher can make note of those words that give students particular difficulty 


and/or those specific skill needs of students as they attempt to decode words. Later, teach- - - 


ers can plan appropriate individual and/or group activities to counteract those difficulties. 


Stage 3: Comprehension Check and Discussion. Discussion activities follow each 
silent reading segment that is assigned. An obvious start of the discussion can be answering 
the purpose-questions set during the readiness stage, although discussion may begin natu- 
rally on the other aspects of the selection. During the discussion it is appropriate to stress 
and develop comprehension abilities. For example, teachers might formulate discussion 
questions to extend and challenge the ideas students glean from their reading. 


Stage 4: Oral Rereading. This stage of the DRA may occur in conjunction with the pre- 
vious stage (comprehension check and discussion) or the teacher may use it to set new pur- 
poses for reading. The teacher may set these purposes independently, new pürposes may 
develop out of the discussion, or they may serve as a preparation for a follow-up activity. 
Rereading may also occur if students are confused about one of the discussion questions. If 
such is the case, the new purpose is for students to read to solve problems that have resulted 
from the discussion. Students reread rapidly to locate information under question and then 
orally reread to the group to alleviate the confusion or to verify a point. 


Stage 5: Follow-Up Activities. Follow-up activities include experiences that build and 
extend skill development and activities that add to, or enrich, students' understanding of the 
concepts in the story. This is also an appropriate time for the teacher to review any skills that 
were noted to have produced difficulties during the silent reading. Such activities are suit- 
able on an individual basis, in a small group, or in a whole class situation. 

The rationale behind this type of follow-up activity is that practice with, and opportuni- 
ties to use, skills that present difficulty to students will provide them with the reinforcement 
necessary to learn those skills. As such, the use of basal reader workbooks, teacher-made 
worksheets, or commercially available material is often suggested to strengthen those specific 
skills that the DRA showed to be of concern. , 

Activities that can enrich or extend students' understanding of the story's concepts 
start with the premise that the application of newly learned concepts to other types of activ- 
ities will further enhance and broaden new learning. Such extension activities may involve 
creative work, study activities, or extended reading. Creative work may include writing 
about personal experiences related to the story, preparing dramatization, and making illus- 
trations for the story. Study activities may include workbook exercises and teacher-made 
practice material. Students may also do research into the information they gain from the 
selection in order to organize it into a chart or table format. Examples of extended reading 
might include selected readings in other texts or library books on related topics, or reading 
to find answers to questions that arise in the discussion of the story. 


Cautions and Comments 


The effective use of the DRA requires the teacher to be sensitive to the students’ needs, to 
the differential demands of text, and to the adequacy of the DRA as a lesson framework. In 
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pro- this respect, the DRA seems to have one shortcoming; namely, it seems to be too teacher- 
"ity dominated, which reduces the opportunities for students to "develop active, inquiring 
ach- - minds" (Nessel, 1989, p. 55). Interactions occurring between teachers and pupils flow 
les. mainly from the questions and activities that the teacher prescribes. 

i Nessel (1989) believes that "the type of instruction that is implemented in today's 
zach j Schools is one identifiable factor contributing to passive reading" (p. 55). As a result, the pro- 
ring cedures followed in DRA could develop in students a dependence on teacher direction rather 
iatu- i than on their own self-initiated reading-thinking processes. Results gleaned from Blanton 
tress 1 and Moorman's (1990) study on reading instruction using the DRA framework convey that 
sion 1 


= An inordinate amount of DRA time was consumed by activity unrelated to the lesson 
i m Teacher behavior reflected more time in questioning, telling, and defining rather than 
pre- j utilizing meaningful higher order thinking skills and processing 


pur- ; Teachers provided few explanations, rarely modeled, or demonstrated skills for 
may 1 students 
vity. ; Inconsistencies between teacher focus and instructional outcomes were evident 
is. If 
ilted ; In addition, studies by Davidson (1970) and Petre (1970) compared the DRA with the 
then Directed Reading-Thinking Activity (DRTA) and found results favoring the DRTA. Nessel 
(1989) identifies the following as advantages favoring DR-TA: 
.and = Students are actively involved at the higher levels of thinking 
fthe m Teachers ask students to speculate rather than telling them what they will read about 
i that m Students anticipate what will happen based on knowledge gleaned from the discussion 
suit- m Teachers recognize and praise student thinking and predictions (p. 57) 
tuni- Another concern about the use of the DRA involves skill development (including oral 
ment reading, word recognition, comprehension, and study skills). If implemented properly, and 
nade related to the actual reading assignment, skills instruction has the potential to be purposeful 
'cific and relevant. However, if skills instruction is rote or isolated from a selection, as worksheet 
exercises often are, then it is often meaningless, as argued by Sachs (1981), Osborn (1984), 
Depts and Blanton, Moorman, and Wood (1986). 
ctiv- Despite these limitations, the DRA has adaptive potential to teach almost any reading 
'olve selection. Aspects of other strategies described in this book may serve as supplements to the 
iting DRA. For example, teachers can effectively utilize ReQuest (see Unit 7) as a replacement 
ilus- for the readiness stage of the DRA. DRA's potential can serve other subject areas as well. 
nade 
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The Directed Reading-Thinking Activity (DRTA) is intended to develop students’ ability to 
read critically and reflectively. Broadly speaking, it attempts to equip readers with: (1) the 
ability to determine purposes for reading; (2) the ability to extract, comprehend, and assim- 
ilate information; (3) the ability to examine reading material based upon purposes for read- 
ing; (4) the ability to suspend judgments; and (5) the ability to make decisions based upon 


information gleaned from reading. 
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Rationale 


Russell Stauffer (1969) developed the DRTA to provide conditions that would produce 
readers who could think, learn, and test. Stauffer suggests that these readers 


will learn to have the strength of their convictions and the courage to deal with ideas. They 
will not be fearful but courageous; not blind, but discerning; not hasty, but deliberate; not 
deceitful, but honest; not muddled, but articulate; not acquiescent, but militant; not con- 
ceited, but modest; not imitative, but original. (p. 84) 


Stauffer based his notions upon the belief that reading is a thinking process that 
involves the reader in using his or her own experiences to reconstruct the author's ideas. The 
reconstruction begins with the generation of hypotheses based upon the reader's doubts and 
desires. It continues with the reader's acquisition of information and the generation of fur- 
ther hypotheses during reading. The reconstruction terminates with the resolution of the 
reader's doubts and desires. Stauffer puts this into practice with the DRTA as follows: 


either the reader declares his own purposes or if he adopts the purposes of others, he makes 
certain how and why he is doing so. He also speculates about the nature and complexity of 
the answers he is secking by using to the fullest his experience and knowledge relevant to the 
circumstances. Then he reads to test his purposes and his assumptions. As a result, he may: 
one, find the answer he is seeking literally and completely stated; two, find only partial 
answers or implied answers and face the need to cither restate his purposes in light of the 
new information gained or to suspend judgment until more reading has been done; three, 
need to declare completely new purposes. (p. 40) 


Intended Audience 


As with the Directed Reading Activity, the teacher can easily adapt the DRTA for any selec- 
tion at any level of difficulty. Toward a balanced reading program, Stauffer suggests the 
extension and differentiation of the DRTA for both group and individual use. With groups, 
he suggests using it with from eight to twelve students. Shepherd (1978) has also suggested 
using the DRTA with content fields. 


Description of the Procedures 


The DRTA has two parts—a process cycle and a product. The process cycle involves the 
reader in the following: setting purposes for reading, adjusting the rate and the material for 
these purposes, reading to verify purposes, pausing to evaluate understanding, then pro- 
ceeding to read with the same or with different purposes. The product of the DRTA is the 
extension and refinement of students' ideas and thinking. 

Stauffer suggests procedures for a group DRTA, which the teacher can extend and 
adapt into an individualized version. 


1. Group DRTA. There are certain essential phases in the implementation of a group 
DRTA. The first phase involves directing reading-thinking processes; The second phase 
involves fundamental skill training. 
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a. Phase 1: Directing the reading-thinking process. Directing the reading-thinking 
process involves the reader in three steps: predicting, reading, and proving. As students pro- 
ceed through a selection, they predict or define purposes for reading; they read and select 
relevant data; and they evaluate and revise predictions, using the information they acquire. 

Maria (1989) argues that since background knowledge is an important factor in read- 
ing, it is imperative that the teacher develop an appropriate introduction to the reading selec- 
tion that incorporates student diversity and experiences. It is possible that some students 
come to school with “limited experiences with regard to reading comprehension which are 
more common for middle class children, and are thus taken for granted by authors of chil- 
dren's texts" (Maria, 1989, 296). Because of this fact, the teacher must "bridge the gap by 
finding an anchor point in what all children know and what they need to know to understand 
the text” (Maria, 1989, 298). In doing so, “the teacher shifts the focus from the text to the 
children and estimates what kind of background knowledge they have for these central con- 
cepts" (Maria, 1989, 298). Maria (1989) provides the following guidelines to assist teachers 
in bridging this gap: (a) implement a variety of prereading strategies that will maintain stu- 
dent motivation and interest, (b) utilize the prereading strategy that will be the most effective 
and suitable for the particular text, (c) teacher scaffolding and visual props may be needed to 
build background experiences, (d) utilize activities that merge prior knowledge with active 
participation, such as group discussions and brainstorming, partner or small-group interac- 
tions, and visual props to integrate and display knowledge (pp. 297-299). 

The teacher, the material, and the group are all essential to the success of this activ- 
ity. The teacher has to create an environment that will arouse students' curiosities and meet 
their reading needs. The group serves to audit and extend the thinking of its members. The 
material provides, Stauffer states, "the substance for cognition" (1969, 46). To this end, he 
suggests the material should be well written, appealing in content, and of an appropriate dif- 
ficulty level. For the purpose of directing the reading-thinking processes, the teacher may 
treat the selection in segments. Here is an example of how teachers might implement this 
phase with a selection divided into segments. 


` 1. Each student either receives or locates a copy of the selection; the teacher directs the 
student to study either the title or the pictures on the first page. 


a. What do you think a story with this title might be about? 
b. What do you think might happen in this story? 
c. Which of these predictions do you agree with? 


The teacher encourages students to make several different suggestions and to discuss agree- 
ment or disagreement with one another's suggestions. The teacher promotes this interaction. 
Richek (1987) argues that an important element to the success of the DRTA is positive dynam- 
ics and interactions. Richek (1987) proclaims that it "builds anticipation and sharpens the 
thinking process. In addition, students often serve as effective models for each other" (p. 635). 


2. When the teacher introduces the DRTA, he or she first familiarizes students with the 
strategy for dealing with unknown words. That is, if students encounter unknown words, the 
teacher would expect the students to implement the following steps in the specified order: 


2. Read to the end of the sentence 
b. Use picture clues, if available 
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€. Sound out the word 
d. Ask the teacher for help 


Before asking for teacher assistance, the student should try to figure out the word and, 
according to Stauffer, the teacher should give the student the opportunity to do so. 


3. The teacher directs the students to read a segment of the story silently to check their 
predictions. The teacher is responsible for ensuring that students read for meaning, observ- 
ing reading performance, and helping students who request help with words. When the lat- 
ter occurs, the teacher might have the student suggest a word it might be, explain what the 
student did to figure out the word, and, if the word is still unknown, the teacher provides it. 
Note that the teacher introduced no vocabulary prior to reading the story. Stauffer suggests 
this is unnecessary, given the vocabulary controls and systematic word identification pro- 
grams found in basal readers. 


4. After students have read the first segment, the teacher asks them to close their books 
and the comprehension check begins. 

Questions serve to guide the students' examination of the evidence, their evaluation 
of their previous predictions, and their generation of new predictions. 

"Were you correct?" or *What do you think now?" force students to examine the proof 
of their predictions. Oral reading of a particular sentence directs students to share their evi- 
dence with other group members. 

“What do you think now?" or “What do you think will happen?" encourage students 
to screen their ideas and to make predictions about events to come. 


5. The students read the next segment of text and with each new segment of reading 
material, continue the predicting-reading-proving cycle. As students proceed, they come 
upon more and more information; divergent conjectures begin to converge. At the begin- 
ning of the selection, predictions usually tend to be divergent. Toward the end of the read- 
ing, predictions should tend to converge. 


b. Phase 2: Fundamental skill training. After the students have read the selection, the 
teacher has completed the first phase of the DRTA—directing the reading-thinking of the 
selection, Now the second phase begins. Stauffer refers to this phase as the phase when 
“skill training of a different kind is accomplished” (1969, 64). The second phase entails 
reexamining the story, reexamining selected words or phrases, and pictures or diagrams, for 
the purpose of developing systematically and concurrently the students’ reading-thinking 
abilities and other reading-related skills. These might include word attack, the use of 
semantic analysis, concept clarification and development, power of observation, and reflec- 
tive abilities. The format of these activities varies but, in many cases, is also similar to the 
suggested exercises in the teacher’s edition, the workbooks, or the skillbooks that accom- 
pany most basal reading systems. 


2. Individualized DRTA. Individualized DRTAs apply, extend, and refine the skills and 
abilities that students acquire in group DRTAs. Stauffer claims that individualized DRTAs 
afford a systematic method by which students can learn about themselves in terms of their 
own interests, tasks, judgments, and thinking abilities. i 
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Teachers can introduce individualized DRTAs after group DRTAs or in conjunction 
with them. Familiarity with group DRTA procedures is a prerequisite for introducing an 


individualized DRTA. 
There are several features that distinguish an individualized DRTA: 


1. It does not use traditional grouping; instead, each student is free to work with a min- 
imum of interruption, in pursuit of his or her interests. If interests coincide, students may 
occasionally work together. 

2. The teacher expects students to know why they are to select materials, what materials 
they might select, and how they should select them. To this end, the teacher schedules time for 
selection of material and for discussion of selection techniques. The teacher may help students 
either individually or in groups to formulate interests, needs, and methods for selection. 

3. Students should generate their own reading purposes and be familiar with the predicting- 
reading-proving cycle of the DRTA. Either worksheet or student record cards might direct 
these processes. 

4. Atscheduled times, students should share their work or what they have read with oth- 
ers. This process might involve the use of posters, bulletin boards, dramatizations, reports, 
and the like. 

5. As the need arises, students receive incidental or systematic skills instruction, indi- 
vidually or in groups. 

6. Students should abide by class rules that are established to ensure individual rights 
and efficient learning. 

7. Students should keep meaningful records on a daily or weekly basis. These records 
might track students’ activities, the stories they read, or their skill needs. 

8. Students can develop other language-related skills (oral expression, written expres- 
sion, listening) through presentations, reports, verbal sharing, and other activities. 

9. Throughout the individualized DRTAs, the teacher should serve various functions, 
including the following: 

a. Organizing groups for projects and skill training 
b. Organizing the schedule to ensure flexibility and efficiency 
€. Pacing the various activities to afford maximum success and a minimum of 
frustration E 
d. Establishing operating rules to facilitate learning and thinking 
e. Maintaining meaningful records to map individual progress and planning future 
activities 
f. Guiding, directing, and assisting students 
Richek (1987) provides four variations of DRTA that can assist teachers in meeting the 
needs of students at various stages of their development (p. 635). These include 


a Eliciting Predictions without Justification 
This format can be utilized when students are unable or unwilling to support their 
predictions. Once students experience success and gain confidence, the teacher can 
prompt for justifications. 
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a Directed Listening-Thinking Activity (DLTA) 


This procedure can be implemented with students who speak English as a second lan- 
guage. “Students listen to the text rather than read it.” Through active listening, students 
“learn what to expect from difficult narratives, yet, are freed from reading text that is 
above their instructional level. This also increases their facility with language which 
transfers to reading. The key is to provide challenging listening selections” (p. 635). 


m Silent Directed Reading-Thinking Activity (Silent DRTA) 


This variation "encourages independence in reading and has the added benefit of 
requiring a written response. It eliminates potential public embarrassment and intim- 
idation and allows students to pace their own reading" (p. 635). 


m Directed Reading-Thinking Activity Source (DRTA Source) 


"This form helps students reflect upon the role that they play as readers in the read- 
ing process. When making predictions, students specify which part of the prediction 
was engendered by the text and by background knowledge" (p. 636). 


Cautions and Comments 


As lesson frameworks, the Directed Reading Activity and the DRTA are suitable for use with 
almost any reading selection. But the DRTA has certain features that distinguish it from the 
Directed Reading Activity. First, the DRTA places a heavy emphasis upon the relationship 
between reading and thinking. It encourages students to be aware of and to develop their own 
reading-thinking processes through initiating their own purposes for reading and making pre- 
dictions. DRTA invites "free participation by all students regardless of reading abilities. The 
only possible response is one made by the child, utilizing both information gleaned from the i 
text in conjunction with existing knowledge. As the reader is required to prove his/her predic- 
tion, s/he must actively interact with the text's message" (Widomski, 1983, 308). Second, the 
role of the teacher is different. Stauffer (1968) describes the teacher's role “as one of an intel- 
lectual agitator facilitating discussion among and between students about a particular text" 
(Widomski, 1983, 308). Unlike the DRA, the DRTA materials govern teacher-pupil interac- 
tions and students' purposes for reading; the teacher's questioning does not prescribe this 
interaction. The teacher does not assume the role of either questioner or judge. Instead, the : 
teacher becomes a moderator and a facilitator. Third, vocabulary is treated differently; the stu- 
dent does not meet words prior to reading but as they occur in context. In those studies in 
which comparisons have been made of the two procedures, the DRTA has fared better (David- 
son 1970; Petre 1970). To see some of these differences more clearly, consider the use of both 
the DRA and DRTA with a single selection (see the sample lesson plan in this section). 

Widomski (1983) suggests incorporating DRTA with semantic webbing, which 
"enables students to construct a visual display emphasizing ways for readers to organize 
and integrate concepts of a story in aiding comprehension of text" (p. 309). She argues that 
using "information gained in semantic webbing to test predictions for DRTA will produce 
the following benefits: 


Builds story schema and story grammar 

Establishes insights into varying author styles 
Strengthens inferential and evaluative skills 

Builds generalizations and deductive reasoning" (p. 312). 
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Davidson (1982) believes the DRTA is a sophisticated procedure when used appro- 
priately. In order for this to occur, teacher in-service and training must be provided. 
Davidson provides suggestions for teachers to "help them refine and develop the needed 
skills" (58). Stieglitz and Oehlkers' (1989) findings reveal that teachers respond posi- 
tively to innovative teaching procedures when provided appropriate in-service training 
and materials. For teachers familiar with traditional reading materials, the DRTA affords 
a useful alternative, but one that they should not use repeatedly. For example, teachers 
might wish to vary both the treatment of the reading-thinking phase and the format of 
activities within the fundamental skill phase, because with repeated use, children become 
“programmed” to the strategy rather than becoming involved in reading-thinking interac- 
tions. If teachers find their students unable or unwilling to make predictions, they may 
supplement the approach with games and activities that encourage predictive behaviors. 
Teachers may find the presentation of either incomplete pictures, jigsaw pieces, or car- 
toons useful devices for generating predictions. And teachers may sometimes read a story 
to students for the purpose of either introducing or supplementing the predicting-reading- 
proving cycle. Other examples of the DRTA and its use can be located via internet-based 
web searches. 


Sample Lesson Plan for a Directed Reading Activity and a Directed 
Reading-Thinking Activity 


To compare the use of a Directed Reading Activity and a Directed Reading-Thinking 

Activity, here are two lesson plans for the same selection. One lesson plan represents what 
a teacher might typically do using a Directed Reading Activity approach. The other lesson 
plan represents what a user might typically do with a Directed Reading-Thinking Activity. 


The Selection 


The selection we chose for this purpose is a story entitled “The Surprise,” suitable for use 
in a second grade classroom. “The Surprise” tells what happened to a child’s box of cook- 
ies. The child had made the cookies for his or her teacher. The teacher inadvertently sits on 
the box, crumbling the child’s cookies. The story ends happily, with the children and the 
teacher having a party. 


Directed Reading Activity 


Directed Reading-Thinking Activity 


L Introducing the Selection 

In the Directed Reading Activity, the teacher 
introduces the selection by attempting to do 
four things: build an interest in the story, build 
concept background, introduce new vocabu- 
lary, set purposes. Show children a white box. 
Ask them what they think the box is (create 
interest). Explain to students that what you 
have is a surprise. Have them tell about sur- 
prises they have received (concept back- 
ground). Write the words surprise and 
children on the chalkboard. Have the students 
say the words and use them in a sentence 


I. Introducing the Selection 

In the Directed Reading-Thinking Activity, 
the teacher encourages the students to make 
their own predictions concerning what they 
are about to read. The teacher neither intro- 
duces vocabulary nor sets purpose. Show chil- 
dren a white box. Ask them what they think 
the box is. Explain to students that what you 
have is a surprise. Have them turn to the story 
entitled “The Surprise” and have them make 
predictions about the surprise. Ask questions 
like: What do you think will happen in this 
story? (The teacher might refer them to the 
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(introduce vocabulary). Direct children to the 
story entitled “The Surprise” and have them 
read the first page to learn who is getting the 
surprise (setting purpose). 


Il. Directed Silent Reading 

As the students silently read the designated 
section, the teacher stands by to help. If the 
student has difficulty with a word, the authors 
suggest the teacher provide it immediately. 
Once the students have located the answer to 
the question, the teacher directs them either to 
mark with their finger, or to remember the 
word, sentence, or section that told them the 
answer. 


III. Comprehension Check and Skill Building 


IV. Oral Rereading 

The teacher asks the students to answer this 
previous question: Who was the surprise for? 
The students share their answers and verify 
them by orally rereading the sentences or sen- 
tence that yielded the answer. The teacher 
asks other related questions: Who is Miss 
Day? Who is Jay? 


Repetition of Phases I, I, III, & IV 


As the students progress through the rest of 
the selection in segments, the teacher sets fur- 
ther purposes for their reading, the teacher 
checks their comprehension, and the students 
orally reread to verify answers. 
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picture clues.) Direct students to read the first 
page to learn about their predictions. 


IL. Directed Silent Reading 

As the students silently read the designated 
section, the teacher stands by to help. If a stu- 
dent has difficulty with a word, there is a set 
procedure to follow. This procedure involves 


1. Reading to the end of the sentence; 

2. Using picture clues, if available; 

3. Sounding out the word; and 

4. (If the students still do not recognize the 
word) asking the teacher. 


Once the students have finished the desig- 
nated page, they turn over their books and 
await the teacher. 


III. Comprehension Check and Skill Building 


IV. Oral Reading 

The teacher asks the students how accurate 

their predictions were. The students produce 

the proof they used to verify their predictions 

by orally rereading the sentences or sentence 

that yielded the answer. The teacher asks stu- E 
dents to share what else they now know. 


Repetition of Phases I, II, III, & IV 


As students progress through the rest of the 

selection in segments, the teacher asks them to 

make further predictions, to silently read to ver- * 
ify them, to revise, and to evaluate these predic- 

tions. Students refine predictions with more 

information, as in the phase described under 

Introducing the Selection. Students repeat 

Directed Silent Reading, Comprehension 

Check, Skill Building, and Oral Rereading. 


A teacher may use the patterns exemplified here for teaching a story or article at any level; 
however, there may be some differences. The teacher may or may not break the selection 
into segments. What the teacher actually does within each phase will vary, depending on 
the selection, the students themselves, and their purposes for reading. 


Follow-Up Activities 


Follow-Up Activities 


Tn the Directed Reading Activity, various and 
sundry follow-up activities usually occur. In the 


In the Directed Reading-Thinking Activities, 
the follow-up activities are virtually the same as 


(continued) 
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(continued) 


main, they center upon developing the follow- 


ing skills: 
1. Comprehension 
Word identification 
Study skills 


Vocabulary 
Oral reading 


2. 
3. 
4. Literary appreciation and understanding 
5. 
6. 
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he thinking activity. Reading Horizons 27: 123-126. to increase reading comprehension. 
iffer Provides sample questions for teachers to ask 
t when engaged in a DRTA lesson. 
2S sug- 
Scaffolded Reading Experience 
Purpose 
The Scaffolded Reading Experience (SRE) was developed by Graves and Graves (1994) as 
|. Ency- a framework to assist students in successfully understanding, learning from, and enjoying a 
icu text selection. The SRE is designed as a set of prereading, during reading, and postreading 
n exten- activities that teachers fit to the students and the texts. 
entries/ 
scilitate i Rationale 
mal of ! Graves and Graves state that the Scaffolded Reading Experience was developed out of an 
e of | educational need and has its foundation in classroom experience, research, and common 
rient: 1 sense. The two key principles behind SREs are the notion of scaffolding and the importance 
ol read- - l of student success in learning. Graves and Graves credit Jerome Bruner with coining the 
Merrill. | term scaffolding based upon his research with mothers' verbal interactions with their chil- 
teading- 1 dren when reading to them. They quote Bruner as defining scaffolding as “a process that : 
coment | enables a child or novice to solve a problem, carry out a task, or achieve a goal which would i 
g at the i be beyond his [or her] unassisted efforts” (Wood, Bruner, and Ross, 1976, 90). In the case 
83-187. | of the SRE, Graves and Graves describe reading a text as taking a journey; the more unfa- 
reading- il miliar the territory, the greater is the need for assistance in preparation, guidance, and 
n ; follow-up for the trip. The SRE was designed with scaffolding in mind as it provides students 
ee l the essentials for making the journey through the text both meaningful and worthwhile. 
fei is Graves and Graves also point out that, to enjoy reading and get the most out of what 
and its is read, students need to be actively involved in the text. Assignments that require students 
to read the text and answer questions at the end of the selection will probably not foster stu- 
ch to the dents’ engagement with text and may even turn them off to reading and learning. Students 
& Row, need to be provided the kind of learning experiences that allow them to integrate their prior 
xd knowledge and interest with a purpose for reading, guide them as they read, and enable 
process. them to synthesize and evaluate the information they glean from the text. Experiences that 
the less promote these opportunities for students also provide the opportunity for them to succeed. 
rocedure It is with these principles in mind that Graves and Graves developed the Scaffolded 
dualized Reading Experience. Although the activities they describe in the SRE are similar to other 
Teacher instructional frameworks (e.g., Directed Reading Activity, Directed Reading-Thinking Activ- 
dividual- ity; see this Unit), Graves and Graves point out that the SRE differs significantly from them 
s. because it is not a preset prescription for dealing with whatever text is encountered. Instead, 
üproving they view the SRE as a flexible framework that provides teachers with options in which they 
Reading ` are able to select the most appropriate ones to use with particular students, texts, and purposes 
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for reading. At the same time, it should be mentioned that where the DRA might teach 
students a particular comprehension strategy as part of the lesson, the SRE is not designed to 
do that. Teaching strategies, instructing students how to do something they do not know how 
to do, require more time than the SRE allows, according to Graves and Graves. 


Intended Audience 


Although seemingly intended for the elementary grades when first conceived, other descrip- 
tions of the SRE have indicated its use with students in all grades, 1-12, and with students of 
all ability levels. Graves and Graves also indicate the SRE can be used with all types of 
texts—novels, short stories, folk tales, text chapters, magazine articles, and cookbooks. 


Description of the Procedures 


The SRE has two major phases: (1) planning, and (2) implementation. 


1. Phase One: Planning. In planning, teachers take into account their knowledge of the 
students’ abilities, interests, and background knowledge, the topic of the selection and the 
difficulty it may present, and the purpose(s) for reading it. This allows teachers to decide 
what options to consider in planning which prereading, reading, and postreading activities 
to use with students to help them understand and enjoy the selection. For instance, if fifth- 
grade students of average ability are to read a text selection on the Constitution and the goal 
is to learn the important information in the text, then in prereading you could consider a 
motivational activity, an activity that acquaints students with some difficult vocabulary, and 
a questioning activity that focuses on the who, what, when, where, why, and how questions 
that should be answered in the text. In reading, you could choose to orally read part of the 
text to students, followed by them reading the rest of it looking for answers to the questions 
they have formulated about the text. Finally, in postreading students could break into small 
groups to answer their questions about the text; the groups then could come together to 
share their answers in a large group discussion. 

Graves and Graves point out two characteristics of SREs that emphasize their flexi- 
bility. First, looking at the previous example, for instance, there is not usually only one set 
of options in planning what combination of prereading, reading, and postreading activities 
teachers could select in designing an effective lesson. In this example a writing activity in 
postreading might easily be added. Second, instead of following a prescribed set of activi- 
ties as in other frameworks, teachers make their own decisions about what activities to use 
based upon their knowledge of their students and the text. For instance, if the same set of 
students were going to read Maniac Magee by Jerry Spinelli and you wanted students 
merely to enjoy reading the novel, you would not want to put students through a series of 
prescribed activities that a DRA or DRTA would have you do or through the structure you 
would use with a text chapter. In this case you simply could do a brief motivational activity, 
have students read the story silently, and then talk or write about the parts of it they found 
the most interesting. In this example a lot of instruction would be unnecessary because the 
story itself and the purpose for reading it, as well as the students' abilities, do not require it. 
Planning takes into account not only the factors mentioned— the students, the text, and the 
purpose(s)—but also how they are interrelated. Decisions about one factor constrain the 
choices to be made about the other factors. 
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2. Phase Two: Implementation. The implementation phase of the SRE consists of 
engaging students in the prereading, reading, and postreading activities planned for the les- 
son. In each of these components of the instructional lesson, Graves and Graves provide a 
number of options for teachers to consider. 


a. Prereading. Prereading activities are designed to arouse students’ interest, activate 
their prior knowledge, or preteach vocabulary or concepts that may be difficult. Prereading 
activities include 


Motivating 

Activating background knowledge 
Building text-specific knowledge 
Relating the reading to students’ lives 
Preteaching vocabulary 

Preteaching concepts 

Prequestioning 

Predicting 

Direction setting 

Suggesting comprehension strategies 


Motivating activities refer to any activity designed to interest students in the text to be 
read and motivate them to read it. Although many of the prereading activities that will be 
described can be motivating, Graves and Graves feel that an activity which focuses solely 
on building interest in and of itself is very appropriate. 

Activating background knowledge involves bringing to bear any prior knowledge stu- 
dents may have of a topic for the purpose of having them consciously use it to assist in their 
understanding of the text. For example, before reading a text on the Rockies, students' 
knowledge about mountains in general can be activated. 

Building text-specific knowledge refers to the notion of providing students informa- 
tion from the text beforehand, particularly if the text selection is conceptually difficult or 
has an abundance of information that is important. For instance, if there are six main topics 
inatext on the animal kingdom, these can be given to the students. This text-specific infor- 
mation serves as an advance organizer of sorts for students as they read. 

Relating the reading to students’ lives is a powerful way to engage students in a text 
and facilitate their comprehension. Before reading a text about people's reactions to some- 
one who is disfigured, teachers might have students talk about times when they were treated 
wrongly for something they did. 

Preteaching vocabulary involves teaching words to students that are new labels for 
concepts they already know. An example of this would be teaching students the word barter 
when they already know the word trade. 

Preteaching concepts, on the other hand, consists of teaching students new and possibly 
difficult ideas. For instance, it would be important to take the time to teach the concept of a 
depression if students were to read a text selection dealing with America’s depression of the 
1930s. Preteaching new ideas will take significantly more time than preteaching new labels. 

Prequestioning, predicting, and direction setting all involve focusing students’ atten- 
tion on what is important to look for as they encounter the text. These activities will help 
students distinguish between key ideas and those that are peripheral. 
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Suggesting comprehension strategies to students means telling them what strategies 
they should employ as they read a text. These would be strategies they already know, for 
instance, suggesting students use their knowledge of a cause-effect text structure to aid 
them in understanding a text that employs that structure. 


b. Reading. Reading activities are those activities students can do as they read or those 
things teachers can do to assist them as they read. Reading activities that are options in an 
SRE include 


m Silent reading 

w Reading to students 

a Guided reading 

m Oral reading by students 
= Modifying the text 


Graves and Graves believe that silent reading should be the most frequently used 
activity during reading. Because most of the reading students will do throughout life will be 
silently reading, they need to be given as many opportunities as possible to achieve profi- 
ciency. Therefore, teachers must take care to choose text selections that students are able to 
read and then adequately prepare them to do so. 

Reading to students provides teachers an opportunity to give students the pleasure of 
listening to a selection while, at the same time, modeling what good oral reading is. Read- 
ing the first part of a selection also can serve as a means to entice students into reading the 
rest of the text silently. In some cases difficult but important material might have to be read 
aloud to make it accessible to students. 

Guided reading refers to any activity that teachers might use to focus students’ atten- 
tion on particular aspects of a text. Thus, it might be used most often with expository text 
material, but it can be used with narrative texts to guide students’ appreciation and enjoy- 
ment of the selection. Guided reading usually begins as a prereading activity and is carried 
out during the reading. 

Depending on the type of text, oral reading by students might be used by teachers. 
For instance, when examining alternate interpretations of text, oral reading might be help- 
ful. Additionally, oral reading can be used with poetry or a particularly touching passage of 
a text. 

Sometimes modifying the text is necessary to make a difficult or lengthy text more 
accessible to students. This might be done through the use of audio or video tape, changing 
the format of the text, and even shortening it. 


c. Postreading. Postreading activities provide opportunities for students to synthesize 
and organize ideas obtained from a text and evaluate their understanding of it. They also 
allow students to respond to a text in a number of interesting ways. Postreading activities 
for an SRE include 


m Questioning 
a Discussion 
= Writing 
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Drama 

Artistic, graphic, and nonverbal activities 
Application and outreach activities 
Reteaching 


Questioning is probably the most frequently used postreading activity. Although stu- 
dents should not always be faced with this type of accountability, questioning does provide 
teachers the opportunity to encourage higher level thinking on the part of students. Ques- 
tioning can also be varied by having students ask questions of one another or of the teacher. 

Another frequently used postreading activity is discussion. This activity, whether in 
small groups or the whole class, is an opportunity for students to clarify their understand- 
ing of the text and to offer their own interpretations of it. Discussion also provides students 
the opportunity to talk about the strategies they employed to understand a text and learn 
how they might approach their reading of a similar text. 

Writing is another way for students to demonstrate and extend their understanding of 
a text. However, before writing is used, teachers should have some assurance that students 
understood what they read. 

Drama refers to informal performances by students involving action, movement, and 
speech and allows them to become actively involved in responding to a text. Drama 
includes skits, short plays, pantomimes, and Readers Theatre (see Unit 10) and shows stu- 
dents that ideas can not only be read, but also may be seen, heard, and felt. 

Artistic, graphic, and nonverbal activities are a broad category which includes visual 
art; graphics such as diagrams, maps, charts, and schematics; music; dance; and media pro- 


ductions such as slide shows and videos. These activities allow students to express them- . 


selves in ways that may be different from the usual school tasks and can be both fun and 
meaningful (see Sketch to Stretch, Unit 10). 

Application and outreach activities include concrete applications, as in cooking a 
dish after reading a recipe about it, and activities which could take place off of school 
grounds, such as a field trip to an aquarium after reading about marine life. This category of 
activities is quite broad and includes many options. 

Reteaching may be warranted when it becomes apparent that students have not 
achieved the level of understanding expected. Reteaching may simply be rereading parts of 
a text, or it may entail presenting a short lesson on a part of the text that is problematic. 


Cautions and Comments 


There is no doubt that the Scaffolded Reading Experience provides teachers with a frame- 
work that is flexible and allows for maximum teacher decision-making in lesson planning 
and construction. SREs also help students succeed in their reading, since they assist the stu- 
dents in understanding, enjoying, and learning from the text selections they read. Graves 
and Graves recommend that the SRE be employed once a week, particularly in the lower 
grades, but also state they might be used more frequently in the content areas because of the 
challenges that type of reading demands. They point out, though, that the SRE is not a com- 
plete reading framework. SREs do not teach students phonics or vocabulary, for instance; 
Nor, as stated previously, do they teach comprehension strategies. Therefore, teachers who 
use this framework will need to add the teaching of essential skills to the SRE. 
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According to Graves and Graves, the general rule in providing scaffolding using this 
framework is to provide enough for students to be successful but not so much that they do 
not fee] challenged, become bored, or feel as if they are being spoon fed. This requires 
teachers to be knowledgeable enough about their students and the texts they use to employ 
the appropriate amount of scaffolding with the SRE. Teachers also need to be flexible in 
using the many prereading, reading, and postreading options available to them. They need 
to be able to make instruction decisions about which options are most appropriate and how 
many of these options they will use. Too many options employed might be overkill, and too 
few might be inadequate to enhance students’ learning. It should also be mentioned that, in 
addition to the numerous options Graves and Graves suggest with the SRE, many of the 
strategies discussed in this text can be incorporated into the SRE. For instance, an Antici- 
pation Guide (see Unit 7), Possible Sentences (see Unit 8), and the Graphic Organizer (see 

^ Unit 12) could be added to the SRE. In fact, most of the strategies described in Units 7, 8, 
10, and 12 might be used with this framework. 

Finally, while Graves and Graves ground the SRE in the theoretical notions of learn- 
ing and student success, no research has been carried out concerning the SRE. It should be 
pointed out, however, that such research might be difficult to carry out since there is no pre- 
scribed set of steps to use when employing the SRE. Without a set procedure, it would be 
difficult to do a comparison study of the SRE’s effectiveness versus that of another instruc- 
tional framework. 

Also, Graves and Graves leave undeveloped issues surrounding the selection of mate- 
rial that will best meet the needs of the developing readers. While they stress the role of 
reading appropriate material to meet the students’ needs, they offer little guidance in choos- 


ing appropriate material and deciding upon next steps. 
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g this Direct Instruction 

ey do 1 

uires ] Purpose 

pl oy Direct Instruction procedures represent a teacher-directed approach to reading instruction 

| using curriculum design tenets involving carefully sequenced and detailed teaching objec- 

| how tives emanating from an analysis of the necessary component skills. 

id too 

iat, in Rationale 

f the While Direct Instruction has been defined in various by different persons who use the term, 

ntici- it tends to be governed by a consideration for instructional design that places a heavy 

r (see emphasis on teacher-directed learning based on an analysis of complex tasks divided into 

7,8, their component skills, teaching these components skills, modeling to students how these 
components are combined, and scaffolding the learning of these skills with review to ensure 

learn- that learning has occurred. 

ild be Advocates of Direct Instruction tend to draw on a range of findings that support the 

2 pre- direct and explicit teaching of component skills based on a needs assessment of students 

ld be and the development of an instructional design that ensures that teachers model the compo- 

struc- nent skills separately and in combination and attempt to ensure that the students learn the 
skills that are deemed essential. Whereas early models of Direct Instruction drew on the 

mate- work of Englemann (1980), which focused on learning what many considered to be isolated 

d of language units, more recent models of Direct Instruction focus on a more integrated and 

005- 


text-based approach to literacy. What has not changed is the focus on teacher-directed and 
in some ways teacher-scripted approach. 

DISTAR as instantiated by Englemann (1969) and others (e.g., Englemann and 
Osborn, 1987) is considered by many the dominant precursor of Direct Instruction, carry- 
ing with it scripted directions to teacher for how to present phonic elements and ensure that 
students repeated and eventually learned these elements separately and in combination, As 
Kameenui, Chard, and Dickson (1997) suggest, the approach has underlying tenets of the 
instructional design assumptions of Englemann. As they stated: 


lesigns 


Direct Instruction is made distinctive, pedagogically and philosophically, by its originator, 
Siegfried Engelmann, and the 40 or so curriculum programs that he and his colleagues have 
authored over the past 25 years. It is simply not possible to speak of Direct Instruction with- 
out giving attention to the assumptions on which Direct Instruction curriculum programs 


sing a 


doles- are based. 
of the 1 - The teacher is responsible for the learning and performance of the children 
th-9th . The first and most important step is to discover what the child has failed to learn 
- There are individual differences between children, but these differences must be expressed 
idents" in such a way that the teacher can do something about them 
School . The more carefully skills are taught, the greater the possibility that the child will learn them 
REsin - Teach children in a way that provides maximum feedback 
" j . He doesn't merely learn, he learns specific facts and relations 
por ; - Children failing to learn is unacceptable (pp. 61-62) 
npe i In more recent instantiations of Direct Instruction, especially by Carnine, Silbert, and 


Kameenui, Direct Instruction includes a fuller consideration for what has emerged in 
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conjunction with the virtues of integration, including reading-writing connection, as well 
as application of skills in meaningful contexts. 

Advocates for Direct Instruction claim there exists substantial research evidence for 
Direct Instruction tied to research syntheses of effective teaching by Rosenshine (1983) and 
others as well as studies of the effectiveness of Direct Instruction versus other approaches 
in the teaching of specific skills such as in Follow Through Project evaluation, which 
focused on the success of Direct Instruction. 


Intended Audience 


Direct Instruction procedures are intended to meet the needs of all students, but especially 
those who are incurring difficulty learning to read. 


Description of the Procedures 


Direct Instruction approaches are expected to reflect: 


m Objectives that are stated as specified observable behaviors and sequenced to ensure 
that essential skills are learned first in an appropriate order. 

a Strategies that are carefully constructed to be both learnable and teachable with an 
understanding of what students need to learn and do over time. In particular, the strat- 
egy "must be translated into a format that specifies exactly how the teacher is to 
present the strategy. The strategy must include what to say, what words to empha- 
size, what to ask, how to signal, how to correct appropriately etc.” (Carnine and Sil- 
bert, 1979, p. 15). They stress that teachers need to be concrete rather than vague or 
abstract and must focus on one skill at a time and suggest that the detailed format 
ensures that teachers can focus on student performance. 


To illustrate and introduce the approach, Carnine et al. (1979, 1997, 2004), in Direct 
Instruction Reading, offer a series of vignettes around students incurring problems. The 
first vignette involves a student, Arthur, who is able to read the assigned texts with only 60 
percent word accuracy and is unable to complete the written exercises. According to Car- 
nine et al., a Direct Instruction teacher would likely suggest placing Arthur where he would 
have better likelihood of success at the same time an analysis is done of the critical compo- 
nent skills that are lacking and need development, "examining the tasks to determine the 
critical component skills and devising strategies to teach these skills" (p. 8). A second 
vignette involved Janice, a first grader who has been taught to memorize the words map, 
sat, rat, and can but misidentifies at for it and hum for him. As they stated, a Direct Instruc- 
tion teacher would check her knowledge of the phonic element “i” and how she approaches 
reading words and would look for any deficiency in skills. A directed approach to teaching 
would likely include modeling and practice with support until mastery is achieved. A third 
vignette involved Dale, a sixth grader who is identified as having difficulty recalling and 
applying a strategy for looking up information in a textbook. Here Carnine, Silbert, and 
Kameenui suggest that Direct Instruction would reteach the skill and provide more practice 
after teaching until mastery. They explain that across the three situations, a distinguishing 
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feature of Direct Instruction is teaching focused on essential component skills following a 
task analysis of the essential prerequisite skills prior to reading or the performance of a task. 
Again, task analysis is seen as essential for identifying what skills are essential and need to 
be taught directly and practiced adequately until mastery. 

The teacher's role is seen as occurring in two phases: at the beginning of the year and 
then day to day. At the beginning of the year, the teacher is expected to invest a great deal of 
time setting up the program, which includes assessing students, determining skill needs pri- 
orities and sequencing, selecting material, and organizing resources. The guidelines for the 
analysis of skills and sequencing involve recognition that preskills for a strategy are taught 
before the strategy itself, instances that are consistent are addressed before inconsistencies, 
high-utility skills are introduced first, and easier concepts are presented before harder ones. 
On a day-to-day basis the teacher is expected to organize the skill instruction and practice 
exercises, which involves intensive teacher-student interaction prior to independent reading 
and writing experiences, which the students will likely do without direct teacher support. 

There are ranges of other elements that are also deemed key to success. They include 
the examples that are selected; the practice that is provided including the support, presenta- 
tion techniques, small-group instruction presentation, and unison oral responding; ways to 
signal response; the pacing of instruction; and how teachers should monitor students, 
including judging performance, correcting and other forms of feedback, and doing formal 
checks on learning including delayed tests. In terms of passage selection, at the lower ele- 
mentary levels, decodable texts, which apply the skills, might be used. As students proceed 
to the intermediate level, the text becomes more varied, but an attempt is made to include 
texts that address the skills under consideration. 


To illustrate how the skill portion might proceed, here is an example of the format sug- 
gested for teaching phonics and a format for passage reading. Both are for the primary grades. 


Example: Rhyming Words 


Teacher model: "Listen. I am going to rhyme with [pause] at. What word?" 
Teacher signals response. Students respond with at. 
Teacher says: 

Rhymes with at begins with s. Sat 

Rhymes with at begins with Fat 

Rhymes with at begin with m. Mat. 
Teacher leads. “Lets do it together. We are going to rhyme with [pause] at. 
What word [signals]?” “At.” 
Teacher and students together say: 

Rhymes with at and begins with s. What word? [clap] Sat 

Rhymes with at and begins with f. What word? [clap] ^ Fat 

Rhymes with at and begins with m. What word? [clap] Mat 


‘Teacher responds one or two times until students appear not to need leading. Teacher directs 
students to try this by themselves and then tests some individuals. 


Example: Paragraph Reading. Teacher introduces story by reading the title. The 
teacher directs the students to read the title. Teacher says, “Let’s see what the story says 
about the cat and the mouse. Read the passage silently, and then lets read it aloud together.” 
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Teacher points to the end of the second paragraph. Students do so. Teacher tells students to 


read silently the two paragraphs then tells them to place their fingers on the first word of the ! 


first paragraph. The teacher observes students eyes as they read silently. When everyone is 
finished the teacher calls on different students to read different sentences. Individual stu- 


dents read the sentences aloud. The teacher then asks questions to check if they know what | 


the story is about. The process continues until the teacher feels that the students are able to 
proceed in pairs. 

Various strategies within this text are illustrative of Direct Instruction. For example, 
two strategies, Synthetic Word Families and Syllabaries, in Unit 5, Phonics and Word Iden- 
tification, reflect many of the instructional design features of Direct Instruction. In Unit 7, 
Comprehension Development and Thinking Critically, the strategy Explicit Teaching of 
Reading Comprehension is governed by the tenets of scaffolding and modeling as espoused 
by Direct Instruction advocates. Likewise, there are a number of other strategies including 
some of those discussed in these and other units. Certainly, some of the multisensory 
approaches have adopted scripts similar to those proposed in Direct Instruction. Further, the 
discussion of whole language includes a lengthy discussion of some of the tenets that dis- 
tinguish whole language from Direct Instruction. Finally, Carnine, Silbert, and Kameenui’s 
Direct Instruction Reading includes more detail about the approach and for the interested 
reader should be used as a primary source for an understanding of the approach. 


Cautions and Comments 


Direct Instruction has received renewed attention in conjunction with the increased empha- 
sis that evidence-based practice has received, especially in the context of a narrow defini- 
tion of what constitutes “scientific research” as well as claims that such research offers 
support for direct teaching over other approaches. 

Critics of direct instruction have expressed a range of concerns. For example, it has 
been suggested that the scripted nature of the Direct Instruction could have a detrimental 
effect on teachers. For example, as Allington (2002) and McNeil (2000) discuss, there isa 


loss of professional engagement of teachers in approaches that perpetuate a scripted 4 


approach. Whereas advocates of Direct Instruction would suggest that the format is based 


on careful consideration of what should be targeted for instruction and how that instruction | 


should be delivered to ensure effectiveness, the approach is perceived as detracting from 
what teachers need to do in the moment-by-moment nature of learning and classroom life. 
For Direct Instruction advocates, their lock-step approach ensures that learning will pro- 
ceed as they prescribe. 

It has also been suggested that the emphasis on component skills assumes an 
approach to learning to read that proceeds from part to whole rather than interactive and that 
is based more on a stimulus response learning model than on constructivist approaches. 
Further, the emphasis on learning the components and then applying them may be prob- 
lematic for some students for whom the transfer or application of skills in context is not 
straightforward. In longitudinal studies, the importance of integrated approaches to teach- 


ing reading is supported, especially if student performance after several years is examined. 1 


Most educators see a role for some of the elements of Direct Instruction. Indeed, 
notions of scaffolding, modeling, demonstrations, reviews, and needs-based assessment are 
included in most approaches. What is distinctive is the care with which the instructional 
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planning occurs with Direct Instruction and the extent to which the orientation is on a 
teacher-centered approach in which the teacher offers the models versus a student-centered 
or more interactive orientation in which the teacher might take the lead from the student. 
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Queensland's New Basics and Rich Literacy Tasks 


Purpose 


Allan Luke and Peter Freebody, in conjunction with the Queensland Department of Educa- 
tion (Australia), developed a literacy framework, or new "literacy strategy," intended to 
move literacy programs for the future. In particular, the framework is intended to provide 
teachers with guidelines for transitioning classrooms and schools to meet the changes aris- 
ing from information-based cultures, economies, and technologies. In terms of literacy, this 
includes the shift beyond print-based literacies to multiple literacies. 


Rationale 


Our description of Queensland’s New Basics focuses on literacy; however, New Basics cuts 
across curriculum areas. Indeed, New Basics is described as a transdisciplinary approach 
with four basic categories: (1) Life pathways and social futures (Who am I and where am I 
going?) (2) Multiliteracies and communication media (How do I make sense of and com- 
municate with the world?) (3) Active citizenship (What are my rights and responsibilities in 


40 


UNIT 1 


communities, cultures, and economies?) and (4) Environment and technologies (How dol 
describe, analyze, and shape the world around me?). 

The integration occurs somewhat in conjunction with the pursuit of a curriculum that 
connects with the real world, culminating in the completion of what is labeled Rich Tasks, 
which have the following characteristics: 


A capstone function or culminating experience akin to Ted Sizer's notion of demon- 
stration (Sizer, 1994) 

Assessment activities aligned with real-world problem solving and teacher profes- 
sional judgment versus high stakes assessment 


Tasks involving problem solving that have relevance and power in everyday life and 
in today's new worlds of work 


A range of cognitive, cultural, and social skills that need to be acquired developmentally 


Accordingly, New Basics pedagogy focuses on the quality of student intellectual engage- 
ment, connectedness, and integration en route to a less crowded curriculum. It provides 
ways to provide a supportive classroom environment, recognizing differences and distinc- 
tiveness, and is introduced to suggest an alternative to a priori defined approaches to teach- 
ing. The term productive pedagogy is introduced to bring to the fore teaching practices that 
stress teacher judgment, including adjustments and customization to meet different situa- 
tions with different students. As Luke suggested: 


Productive pedagogies are an approach to creating a place, space and vocabulary for us to 
get talking about classroom instruction again. It isn't a magic formula (e.g., just teach this 
way and it will solve all the kids’ problems), but rather it’s a framework and vocabulary for 
staff room, in-service, preservice training, for us to describe the various things that we can 
do in classrooms—the various options in our teaching “repertoires” that we have—and how 
we can adjust these, play with these . . . to get different outcomes. This isn’t a “one approach 
fits all model of pedagogy.” It has the possibility of providing a common grounds and dia- 
logue between teachers, school administrators, teacher educators, student-teachers and oth- 
ers about these repertoires and about which aspects of our teaching repertoires work best for 
improved intellectual and social outcomes for distinctive groups of kids. . .. The tasks for 
teachers would be inductive rather than deductive, holistic rather than positivist. . . . [T]he 
teacher would begin from the whole tasks that have visible value in the everyday lifeworlds 
of work, education, citizenship, etc. and then use their professional knowledge and judgment 
to distill down knowledges, subskills, practices and competences for teaching—instead of 
beginning from the skills. (Luke, 1999, 5-7) 


In terms of literacy, New Basics pedagogy is closely aligned with the notions of multi- 
literacies emanating from the work of a team of leading literacy scholars who called them- 
selves the “New London Group” and the Pedagogy of Multiliteracies to which they are 
committed (New London Group, 1996). These groups argue for a commitment to prepare 
all students to participate in public, community, and economic life, the achievement of 
which involves significant broadening of our views and pedagogies of literacy. 

As the New London Group (1996) stated: 


Literacy pedagogy ...has been a carefully restricted project—restricted to formalized, 
monolingual, monocultural and rule-governed forms of language. . . . [W]e attempt to this 
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y dol understanding of literacy and literacy teaching and learning to include negotiating a multi- 
plicity of discourses. First, we want to extend the idea and scope of literacy pedagogy to 
account for the context of our culturally and linguistically diverse and increasingly global- 


m that ized societies, for the multifarious cultures that interrelate and the plurality of texts that 

Tasks, circulate. Second, we argue that literacy pedagogy now must account for the burgeoning 
variety of text forms associated with information and multimedia technologies. This in- 
cludes understanding and competent control of representational forms that are increasingly 

>mon- significant in overall communications environment, such as visual images and their rela- 
tionships to the written word.... [T]he proliferation of communications channels and 

rofes- media supports and extends cultural and subcultural diversity . . . the question of difference 
becomes critically important. 

fe and 


Along similar lines, the Queensland New Basics proponents define literacy as "the flexible 
ntal and sustainable mastery of a repertoire of practices with the texts of traditional and new 
may communication technologies via spoken, print and multimedia" (1996, 9). 


pe Flexible and sustainable mastery requires not only “basic skills,” but also the capacity to 
istinc- stretch, blend, expand and exchange these skills for others across the life span. It is produc- 
teach tive to think of literacy in terms of a repertoire of practices that, like the skills of a musician 
or tradesperson, expands and develops as one faces new technologies and techniques, new 
pd possibilities, problems and contexts. (Education Queensland, 2000a, 11) 
Drawing on the work of Freebody and Luke and others (Freebody and Luke, 1990; Luke 
Eust and Freebody, 1998; New South Wales Department of Education and Training, 1997), the 
ch this New Basics include as the repertoire of practices the following roles for students: 
ary for 
we can m Code Breaker: The practices required to crack the codes and systems of written and 
id how spoken languages and visual images; 
proach m Meaning Maker: The practices required to build and construct cultural meanings 
1d a | from texts; 
di a Text User: The practices required to use texts effectively in everyday, face-to-face 
sks for | situations; 
.[T]he | m Text Analyst: The practices required to analyze, critique and second-guess texts. 
worlds 1 (Education Queensland, 2000a, 11—12). 
lement 4 
tead of j In turn they suggest examining literacy practices or planning literacy along two axes: media 
1 of communication and roles. | 
multi- i 
thems | Roles/Modes Oral | Print Media 
ey are j 
ropare Code Breaker | 
ent of 
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Intended Audience 


Parents, students, and teachers in K-12 settings are the primary audience for the framework. 


Description of the Framework 


A key assumption with the New Basics Program is that the approach is intended as a frame- 
work for planning and supporting the development of multiliteracies rather than a prepack- 
aged approach that prescribes a uniform set of themes or units and a set of a priori lessons. 

Indeed, as the Queensland Department of Education has introduced New Basics it has 
done so by inviting schools to participate in a manner akin to experimentation around 
emerging possibilities rather than in a manner that is formulaic or preset in terms of day-to- 
day activities. The approach expects schools to identify meaningful integrated engagements 
with projects that enlist multiple literacies over extended periods of time, which could 
extend to weeks or even months. 

These extended literacies experiences, or Rich Tasks, serve as the foundation for 
teachers and students planning a range of literacy learning experiences involving various 
modes of communication and different roles. Rich Tasks are seen as extended projects 
spread over varying spans of time. They would be seen as being generative, facilitating 
transdisciplinary and integrated projects that connect with the everyday world and new 
world of work in ways that engage students with new literacies as well as old. Further, Rich 
Tasks absorb and reduce the extent to which learning is crowded, piecemeal, and removed 
from situations. In these learning contexts, teachers in partnership with other teachers 
would be engaged in planning how to support the students in ways including providing the 
resources and scaffolding necessary for success and mastery of the skills (traditional and 
new) that students will need. Initially, it was suggested that there would be as few as five 
Rich Tasks for grades 1-3, seven for grades 4-6, and eight for grades 7-9. 

It was intended that teachers would in a sense work backward from the Rich Tasks. In 
other words, the teacher or teachers (perhaps in partnership with the community) would 
select Rich Tasks and use their professional judgment to break them down into sequences 
of instruction around targeted repertoires of practices (strategies and knowledge) befitting 
the Rich Task and informed by the teachers’ knowledge of skills and tool development that 
might be needed. 

Consistent with these notions, the Queensland Department of Education set the 
guidelines to characterize Rich Tasks and what might follow. In so doing, they appear to be 
suggesting rather than any prescribing preset Rich Tasks. They have also set about support- 
ing a range of pilots across the state that are quite varied and meet the different needs of 
students in different settings. The range is diverse and includes such Rich Tasks as the 
following which would then spur a number of substeps including skill and tool develop- 
ment activities: 


A suggested Rich Task for years four to six involved the design, development and display of 
a product. In particular, students were expected to design or improve the design of a pur- 
poseful product—indeed, make the product or a working model or prototype. In turn, as part 
of the display they were to generate a marketing plan and explore mass manufacturing. 
Asuggested Rich Task for years seven to nine involved improving the well being in the 
community. In particular, students would be engaged in working with a local community to 
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develop a plan for improving an aspect of the well being of this community and enact the plan 
modifying it as necessary. They will evaluate the level of success they experience in enacting 
the plan and, where necessary, recommend future action. (Education of Queensland, 2000b) 


Initially these tasks are seen as accounting for 40 to 60 percent of school time. 

In terms of assessment, the Queensland Department of Education argues for a range 
of measures including the notion of demonstration, exhibitions or portfolios, a variety of 
tasks, and teacher judgment. They stress the need for parents to be better informed about the 
weaknesses of tests and the limitations and multiple interpretations of different test results. 
Rich Tasks serve as a form of overarching concept from which performance assessment 
would emerge. Accordingly, they would be expected to vary in accordance with the nature 
of the problems that are being pursued. 


Cautions and Comments 


The New Basics draws from critical and insightful examination of the research literature 
and assessment data as well as exploration of key issues. In terms of research findings, New 
Basics advocates strongly support a range of research findings as informing practice. They 
stress that there is no silver bullet or single approach, method, or package that should be 
endorsed. But while they highlight the limitations of past research and the problems with 
applying research settings to different settings, they do suggest that research tends to sup- 
port the worth of the following practices: 


m Scaffolded and focused pedagogical strategies for specific groups of students 
x Investment in initial, ongoing, and continuous professional development of teachers 


Perhaps the central undergirding pedagogical concept is the notion of Rich Literacy Tasks, 
which are viewed as integrated and cross-disciplinary initiatives with which students are 
intended to engage for extended periods of time. These Rich Literacy Tasks are expected to 
serve as the basis for planning students’ engagement in real-world tasks and problem solv- 
ing using the aforementioned modes of communication, including multimedia. In many 
ways these Rich Literacy Tasks are a form of situated learning and serve as the foundation 
for students engaged in scaffolded support and developing expertise as Code Breakers, 
Meaning Makers, Text Users, and Text Analysts. 

The New Basics and Rich.Literacy Tasks are clearly cutting edge in a number of 
ways. To date, few literacy programs or frameworks have engaged students and teachers 
in literacy experiences that are directed in a planful fashion toward the new literacies— 
especially multimedia. Although the pursuit of such possibilities may be constrained 
by the digital technologies currently available to students, growing numbers of schools 
are increasing the access to multimedia-based technologies especially as laptops, wire- 
less environments, digital imaging, and other software afford more ubiquitous mobile and 
flexible use to these tools. 

New Basics could be seen by some as an approach to curriculum that is tied to notions 
of units, projects, and themes. Rather than have the curriculum set up a predefined approach 
and sequence of skill development, such projects would serve as the context and basis for 
determining what to teach when and how. For the Australian teacher who has had a history 
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of program development rather than program adoption (as their U.S. counterparts have) 
doing so would be familiar. j 
! New Basics evolved from a careful consideration of the future needs of students and 
drew heavily from a thoughtful consideration of research, assessment data, and assump- 
tions about learning, culture, equity, and professional practice. The approach is intended 
to spur changes in practice, which will in turn influence changes in the guidelines for 
New Basics. In hopes of promoting such synergies, various pilots are established that are 1 
informing future guidelines and engaging in collaborative exchanges around professional 
issues. 
| One of the hallmarks of New Basics is a definition of and approach to difference. 
Their proponents discuss a range of issues around difference and bring to the fore notions : 
! | of distinctiveness and the disconnection between schools and the experiences of some : 
E students. This includes the curriculum itself—€especially the content—as well as the lack 
i | of congruence between teachers and students who need support. While being critical of 
i past assessments of diverse groups of students, they do suggest that there appears to be 
i convergence in that certain groups show consistently low levels of performance on tests. 
These groups include boys, aboriginal students, students for whom English is not a first 
ji language, and students living in limited economic circumstances. They do stress that one | 
| should approach the needs of different groups with the understanding that certain stu- 
| dents and settings are underresourced. As they state, “there is systematic under-provision 
| of literacy education to certain categories of students and communities rather than these | 
i kinds of students from these kinds of backgrounds are under-achieving" (Education | 
Queensland, 2000a, 31). 
In terms of the debates over methods, New Basics appears to accommodate the vari- j 
ous concerns of literacy scholars, whether they be advocates of a genre approach, whole 1 
language, or a code emphasis. The four roles advocated for students ensure that traditional 
literacy skills as well as other areas associated with multiliteracies are addressed. The focus 
on Rich Literacy Tasks ensures that teaching and learning of various strategies are related 
to real-world problem solving. In some ways the New Basics approach has elements in 
common with integrated theme-based curriculum together with approaches to skill and 
strategy development, which are scaffolded. 
A range of material detailing New Basics and Rich Literacy Tasks is available at the i 
Queensland Department of Education website: http://education.qld.gov.au/corporate/ 3" 


newbasics. 
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Luke, A., and P. Freebody. 1998. The social practices of 
reading. In S. Muspratt, A. Luke, and P. Freebody 
(Eds.), Constructing critical literacies. Creskill, 
NJ: Hampton Press. Provides some of the early 
discussion of reading practices in terms of social 
processes and institutions. 

Luke, A., J. Ladwig, B. Lingard, D. Hayes, and M. Mills. 
1998. School reform longitudinal study (SRLS). 
St. Lucia, Australia: University of Queensland. 
A report of the research that directly influenced 
the development of New Basics. 

New London Group. A pedagogy of multiliteracies: 
Designing social futures. Harvard Educational 
Review 66(1): 60-92. This often cited article is 
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viewed as central to the discussion of multiple 
literacies, especially in terms of establishing a 
rationale. 

New South Wales Department of Education and Training. 
1997. State Literacy Strategy. Sydney: Department 
of Education and Training. 

Sizer, T. 1992. Horace's hope: What works for the Amer- 
ican high school. Boston: Houghton-Mifflin. Pro- 
vides a discussion of a number of notions that 
inform New Basics, in particular Sizer’s discus- 
sion of demonstrations and exhibitions as a means 
of assessing students’ engagement in meaningful 
integrated learning. 
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UNIT OVERVIEW 


This unit deals with approaches to literacy for which a central focus involves engaging stu- 
dents in meaningful literacy experiences through inquiry and workshops as well as a range 
of other activities via reading and writing projects and units. These practices are informed 
by a range of theories and rescarch in conjunction with various forms of exploration of 
practice, including traditional empiricism. 

The holistic label for the strategies in this unit may be a misnomer if the term carries 
with it the notion that these approaches view the literacy development without regard to 
how students orchestrate their engagements with a variety of texts by using a variety of 
strategies in combination. Most of the approaches are multifaceted in terms of their goals 
and their focus while retaining an overriding goal of meaningful literacy involvements. 
Most of the approaches in this unit involve a mix of reading and writing together with strat- 
egy development or an approach that is not interactive or pedagogical. 

Over the past decade, literacy has been the focus of considerable political attention in 
the United States and elsewhere. Certain views seem to have become the target for consid- 
erable criticism while others have been able to garner a great deal of support and even leg- 
islated mandates to ensure that reading is taught in a predetermined fashion. The U.S. 
Congress has now mandated a definition of reading tied to a certain view of reading (versus 
others) as well as what counts as research (and what doesn’t). Politicians also argue that the 
reading debates on beginning approaches (especially phonics and whole-language) are over 
as a new integrated approach is touted. 

Jerome Harste discussed his encounters with the changing political climate in the Oc- 
tober 1998 NCTE Council Chronicle in an article entitled “A Model of Difference.” As he 
stated: 


I think we are in a McCarthy era in reading and it concerns me. 

All of a sudden we are supposed to be pleased with research reports on reading that 
take us back to a Bloomfield view of reading. Reports in which reading is not being seen as 
an instance of language. That is why they need not review this literature. Goodman doesn’t 
exist. Reports in which reading and writing relationship research, other than the early liter- 
acy stuff, can be ignored. Now Graves doesn’t exist. 
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mn Recently, I was asked to respond to Preventing Reading Failure in Young Children at 
Hi AERA where a panel of the researchers presented sections of this final report published by 
E the National Reading Council. 

SEHR Specifically I criticized the report on its many flawed conceptions of reading. I argued 
LH that the report positioned itself as having ended the reading wars and in so doing perpetuated 


the myth that the problems with reading in this country are a result of whole language and 
phonics wars and that somehow this mess has weakened reading instruction and resulted in 
declining literacy scores. I suggested that the panel visit schools so they could see for them- 
selves that there is not enough whole language going on in this country to have affected read- 
ing scores either positively or negatively. I concluded this first point by arguing that T 
thought they had the big picture wrong. My second criticism rested on their conception of 
the reading process. While their exact definition of reading is rather slippery, for the most 
part they advocate a linguistic model of reading where "real reading" begins with phono- 
logical awareness and graphophonemic processing. Everything else is cast as a factor that 
affects reading. . . . My third criticism of the document was that it posed itself as a document 
about pedagogy when it was really about power. I used the fact that the report's conclusions 
already had become legislative action as data to support this hypothesis. 


ng stu- When I got done with my critique, several respected colleagues expressed their dis- 
range appointment with my remarks. One said he just couldn’t understand what it was I disliked 
'ormed about this report. Another said it was a little bit like having a skunk show up at a rose garden 
tion of party. Still another thought it was most unfortunate I took the position I did and that I should 
use my position as vice president of NCTE to get behind the report. 
carries -.. Now I personally know that these colleagues of mine have broader views of read- 
zard to ing than are reflected in this report. But why, I ask, is no one speaking out? 
iety of ... From what I can tell the only people who benefit are basal publishers. They are 
r goals going to have a heyday. Everyone is interpreting these reports as saying they have to put in 
place a systematic phonics program and a formal spelling program 
ments. i A A 
... Another experience happened just last week. I attended the first meeting of the 
h strat- new National Reading Panel formed by NICHD (National Institute of Child and Human De- 
A velopment). While I was a visitor and not given an opportunity to speak, it amazed me how, 
ition. in with two or three options on the floor, chairman Donald Langenberg simply declared that 
zonsid- they seemed to have reached consensus and moved on. 
en leg- 
ie U.S. While the present unit addresses a range of practices that might not be deemed as “politically 
(versus correct" by selected sectors that seem to have garnered enormous political advantage, they 
that the represent noteworthy strategies which we would deem as making significant and positive 
ge Over contributions to the improvement of literacy programs. The strategies and frameworks in the 
present unit described include Whole-Language, Theme-Based Units, Author-Reader- 
the Oc- Inquirer Cycle, Reading-Writing Workshop, Book Club, Uninterrupted Sustained Silent 
"Ashe Reading, and Individualized Reading. This should not be viewed as an exhaustive list of 
strategies that could be labeled Holistic, Whole-Language, Learner-Centered, or Literature- 
Based approaches. It should be noted that many of the other units include strategies or ap- 
ote proaches that could be so labeled. 
ng tha 
ni Whole-Language. Whole-Language is a view of literacy, literacy-learning, and teach- 


dy liter- i ing that is driven by key assumptions about how students learn. Whole-Language has 
its antecedents in the student-centered notions of Dewey and the psycholinguistic 
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assumptions of Kenneth Goodman, Smith, and others. In recent years, these assump- 
tions have been used as the basis for suggesting classroom practices which befit some 
of these tenets. 


Theme-Based Units. Theme-Based Units incorporates projects as a means of provid- 
ing opportunities for learners to pursue integrated learning experiences wherein 
learners as individuals and members of different groups set goals, plan, research, 
compose/construct, and share ideas gleaned from their exploration of topics and is- 
sues demanding the integration of resources and tools from different subject areas. 


Author-Reader-Inquirer Cycle. Like Whole-Language, the Author-Reader-Inquirer 
Cycle represents not so much a collection of strategies for reading and writing as an 
approach to learning and curriculum development. The Author-Reader-Inquirer 
Cycle, as explained in Short, Harste, and Burke (1996), uses literacy as a means for 
inquiry rather than as an end in itself. By engaging students as author in a cycle of ex- 
periences around inquiry of their worlds, writing serves as the backdrop for stimuli 
of, and in synergism with, reading, talk, and other ways of engaging students sepa- 
rately and together in shared explorations. 


Reading-Writing Workshop. The Reading-Writing Workshop represents a compre- 
hensive approach to reading and writing that attempts to engage students in mean- 
ingful literacy activities and to develop strategic approaches to reading and writing. 
The workshop approach draws from holistic approaches to teaching and learning, in- 
cluding process writing and Whole-Language tenets and related strategies. 


Book Club. Book Club began as an attempt to engage students more fully in conver- 
sations about books. In pursuing this goal, Book Club has expanded and become a 
framework to guide teachers “as researchers" in developing reading and writing in- 
structional activities to ensure that students can be as fully engaged as possible in lit- 
eracy activities. Book Club's genesis and continued development are tied to the 
efforts by Susan McMahon and Taffy Raphael to explore the possibilities that emerge 
from changing views of literacy learning. They have been guided by a commitment to 
ongoing teacher research as well as certain key theoretical and pedagogical assump- 
tions largely emanating from a combination of a sociocultural perspective and reader 
response theory that emphasizes the active and social nature of learning as well as the 
central role of language in the process of literacy learning. 


Uninterrupted Sustained Silent Reading. Uninterrupted Sustained Silent Reading is 
among the few strategies that have as their central focus opportunities for students to 
engage in sustained reading and to do so alongside others, including the teacher and 
sometimes others within a school, such as school personnel who provide services 
other than instruction. 


Individualized Reading. Individualized Reading, which centers on the child rather 
than on the material, seeks to counter the orientation away from individual character- 
istics. Based upon the notion of seeking, self-selection, and self-monitoring, Individ- 
ualized Reading redirects reading instruction toward reading real books and toward 
students assuming responsibility for monitoring their own progress. 
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ind is- 
reas. 
iquirer Whole-Language 
z as an 
iquirer Purpose 
ans for Whole-Language is a view of literacy, literacy learning, and teaching that is driven by key 
of TES assumptions about how students learn. In recent years, these assumptions have been used as 
guum the basis for suggesting classroom practices for students. 
; L 
Rationale 
ympre- 
mean- Whole-Language has antecedents in the student-centered notion of Dewey, but its modern- 
miting. day roots and articulation stem from the work of psycholinguists that began in the late six- 
ng, in- ties and early seventies. Early proponents of Whole-Language were Smith and Goodman. 
In an article entitled “On the Psycholinguistic Method of Teaching Reading,” they ex- 
plained what remains as a key tenet—Whole-Language is a set of beliefs, not an approach. 
onver- In this article, Whole-Language was synonymous with a “psycholinguistic approach.” As 
romea: they stated: / 
ing in- : 
2 in lit- a “psycholinguistic approach” to reading would be the very antithesis of a set of instruc- 
to the tional materials. . . . The child learning to read seems to need the opportunity to examine a 
merge $ large sample of language, to generate hypotheses about the regularity underlying it, and to 
nent to i test and modify these hypotheses on the basis of feedback that is appropriate to the unspo- 
ssump- ; ken rules that he happens to be testing. - 
reader j None of this can, to our mind, be formalized in a prescribed sequence of behaviorally s 
las the stated objectives embalmed in a set of instructional materials, programmed or otherwise. 
The child is already programmed to learn to read. He needs written language that is both in- 
teresting and comprehensible and teachers who understand language-learning and appreci- 
iding is ate his competence as a language-learner. (1971, 179-180) 
lents to 
her and This concern over making a distinction between beliefs and practice was stressed by 
ervices Altwerger, Edelsky, and Flores. In response to the question “Whole-Language: What is it?” 
: they stated: 
| rather First and foremost: Whole-Language is not practice. It is a set of beliefs, a perspective. It 
rad must become practice, but it is not the practice itself. Journals, book publishing, literature 
ndivid- 


study, thematic science units and so forth do not make a classroom “Whole-Language.” 
toward : Rather these practices become Whole-Language-like because the teacher has particular be- 
liefs and intentions. (1987, 145) 
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Weaver (1990) further defines the beliefs and practices of Whole-Language as: 


a way of thinking about children and their learning, a set of beliefs that increasingly guides 
instructional decision-making for those committed to this educational philosophy. Thus, if 
we talk about a whole language approach, we mean instructional practices that stem from 
this philosophy, not a system that can be embodied in sets of prepackaged materials. (p. 22) 


Several key theoretical premises inform Whole-Language. In terms of assumptions 
about language, these premises seem aptly described by Altwerger, Edelsky, and Flores 
(1987), who suggest: 


Whole-Language is based on the following ideas: (a) language is for making meanings, for 
accomplishing purposes; (b) written language is language—thus what is true for language in 
general is true for written language; (c) the cuing systems of language (phonology in oral, 
orthography in written language, morphology, syntax, semantics, pragmatics) are always si- 
multaneously present in any instance of language use; (d) language use always occurs in a 
situation; (e) situations are critical to meaning making. (p. 145) 


Gursky (1991) defines Whole-Language as 


an entire philosophy about teaching, learning, and role of language in the classroom. It 
stresses that language should be kept whole and uncontrived and that children should use 
language in ways that relate to their own lives and cultures. In the whole language class- 
room, the final product—the “answer”—isn’t as important as the process of learning to de- 
fine and solve problems. Whole language advocates believe that the ideal classroom is a 
child centered one in which students enjoy learning because they perceive that the material 
has meaning and relevance to their lives. (p. 23) 


In terms of assumptions about learning and teaching, Goodman and Goodman (1982) 
have offered several guidelines. In general, Whole-Language holds the view that teaching 
should be guided by what is known about language learning. The further teaching moves 
away from how students learn naturally, the more difficult the task is for students. In accor- 
dance with this view, a great deal of respect is given to the child's natural language learning 
processes and the fact that a child learns literacy from a very early age in a similar way to 
proficient readers. As Goodman and Goodman (1982) state: 


In this method there are no pre-reading skills, no formalized reading readiness. Instead, 
learning is expected to progress from whole to part, from general to specific, from familiar 
to unfamiliar, from vague to precise, from gross to fine, from highly contextualized to more 
abstract. Children are expected to read, first, familiar meaningful wholes—easily pre- 
dictable materials that draw on concepts and experiences they already have. These may be 
signs, cereal boxes, or books. From this perspective readiness is intrinsic when language is 
real. Children are ready when they see need and have confidence in themselves. By carefully 
building on what children already know, we assure their readiness. (p. 127) 


In accordance with this view, Whole-Language does not support reading and writing 
curriculum that is overly structured or constrained by attempts to sequence a hierarchy of 
reading and writing experiences. The use of controlled vocabulary aimed at giving students 
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control of a predetermined set of words is seen as being artificial, meaningless, and misdi- 
rected. Likewise, the isolation of skills and the tendency to teach skills to mastery are seen 
as inappropriate. As Goodman and Goodman (1982) state: 


Learning to read is not learning to recognize words, it is learning to make sense of texts. In 
the whole-language program there is no separate phonics instructions. ... Readers in a 
whole-language program do form rules for relating print to speech as they are reading mean- 
ingful texts. But these self-developed rules are not overlearned and artificial as they would 
be if they were imposed by a structured phonics program. (p. 127) 


One of the key principles underlying Whole-Language is that language is learned best 
when the learner's focus is on use and meaning. 

Whereas descriptions of Whole-Language principles may vary somewhat, they tend to 
focus on respect for the learner, for learning in meaningful situations, and for the learner’s nat- 
ural language-learning tendencies. In conjunction with these tendencies, Whole-Language 
values approximation, immersion, engagement, and exploration rather than mastery of con- 
ventions and piecemeal learning. In an attempt to summarize some of these key tenets, Good- 
man and Goodman offered the following list of selected principles: 


1, Learning in school and out of school should not be different. In both situations learn- 
ing should be functional and literacy should be an extension of natural language 
learning. 

Function should be considered a necessary precondition for the development of form 
or learning about form. 

3. Literacy development, including the learning of strategies, should occur during func- 
tional, meaningful, and relevant language use. 

4. Literacy abilities are acquired by children from a very early age in conjunction with 
their personal and social development. They have already made strong beginnings in 
developing literacy and literacy learning principles before they come to school. 

5. Teaching and learning do not have a one-to-one correspondence. “The teacher moni- 
tors development, provides relevant appropriate materials, and provides timely expe- 
riences to facilitate learning" (Goodman and Goodman 1982, 126). The learner 
extracts from that environment elements that are meaningful to him or her and ex- 
pands upon those elements. 

6. Risk taking is an essential part of language learning. Learners should be encouraged 
to speculate, predict, and generate their own hypotheses about meaning and meaning- 
making. Errors/mistakes should not be viewed as problematic but as an essential part 
of development. 

7. Materials to be read and written should be functional rather than constrained by at- 
tempts to control texts and contexts artificially. 

8. Fragmentation of language and language learning should be avoided. 

9. Meaning should always be the focus, and learners should be urged to ask continually, 
“Does this make sense to me?" 

10. Learning should proceed from the literacy base that the learner brings to school. 


2. 


Tn an attempt to summarize some of the key tenets, researchers such as Goodman and 
Goodman (1982), Weaver (1990, 22-27), and Ruddell (1992, 613) offer the following list 
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of selected principles for "language and literacy acquisition which serve to clarify the 
meaning of a whole language philosophy, define a whole language perspective, and guide 
the development of our instructional methodology" (Ruddell, 1992, 614). 


1. Children, from a very early age, are active theory builders and hypothesis testers. 
Children grow and learn most readily when they actively pursue their own learning. 

2. Materials to be read and written should be functional rather than constrained by at- 
tempts to control texts and contexts artificially. The driving force is children's need to 
obtain meaning; learners are encouraged to continually ask, “Does this make sense 
to me?" 

3. Language performance is directly related to the language environment. Learning in 
and out of school should not be different. Tn both situations learning should be func- 
tional and literacy should be an extension of natural language learning. Learning 
should proceed from the literacy base that the learner brings to school. 

4. Oral and written language acquisition are parallel and interactive in development. 
Fragmentation of language and language learning, learning part-to-whole, should be 
avoided. 

5. Oral and written language development, including the learning of strategies, are di- 
rectly related to and interactive with literacy acquisition and development. 

6. Risk taking is an essential part of language learning. Learners, teachers, and students 
alike should become decision makers in the learning process. They are encouraged to 
speculate, predict, and generate their own hypotheses about meaning and meaning 
making. Errors/mistakes should not be viewed as problematic but as an essential part 
of development. 

7. Ongoing and periodic assessment is intertwined with learning and teaching. 

8. Interdisciplinary learning fosters the kinds of attitudes and behaviors needed in a 
technologically advanced, democratic society. 


Cambourne (1988) presents a model of literacy learning (see Figure 2.1) that directly 
relates the Whole-Language philosophy with classroom instruction. 


Intended Audience 


Whole-Language is a view of literacy learning that is intended to guide literacy programs at 
any level. 


Description of the Procedures 


Rather than offering a prescription for practice, Whole-Language educators develop liter- 
acy learning environments based upon the needs and experiences of students and, within 
these environments, provide careful guidance that responds to the child's endeavors. In re- 
cent years, certain techniques and practices have become almost synonymous with Whole- 
Language. In an attempt to make Whole-Language more concrete, we will describe some 
of these techniques with the recognition that they should not be regarded as a formula for 
Whole-Language. For purposes of organization, we will discuss these techniques under 
three headings: Beginning Reading, Developing Reading, and Remediation or Revaluing. 


ify the 
| guide 


testers. 
ming. 
by at- 
1eed to 
> sense 


ning in 
e func- 
'arning 


pment. 
»uld be 


are di- 


tudents 
aged to 
leaning 
ial part 


ed ina 


directly 


rams at 


yp liter- 
, within 
s. In re- 
Whole- 
ye some 
nula for 
s under 
aluing. 


Holistic, Whole-Language, Learner-Centered, and Literature-Based Approaches 53 


Learners need to be immersed 
in text of all kinds. 


Learners need to receive many 
demonstrations of how texts 
are constructed and used. 


Expectations of those to whom 
learners are bonded are powerful 
coercers of behaviour. 

"We achieve what we expect to 
achieve; we fail if we expect to fail; 
we are more likely to engage with 
demonstrations of those whom we 
regard as significant and who hold 
high expectations for us." 


Learners need to make their own 
decisions about when, how and what 
‘bits’ to learn in any learning task. 
Learners who lose the ability to 
make decisions are *depowered'. 


Learners need time and opportunity 
to use, employ, and practise their 
developing control in functional, 
realistic, non-artificial ways. 


the desired model — ‘mistakes’ 
are essential for learning to 
occur. 


exchanges with more knowledgeable 
‘others’, Response must be relevant, 
appropriate, timely, readily available, 
nonthreatening, with no strings 
attached. 


Learners must be free to approximate 


Learners must receive ‘feedback’ from 


<—, IMMERSION eee 
| (Must be accompanied by) 


ZE— DEMONSTRATION or 


pare EXPECTATION 


Probability of Engagement 
is increased if these 
conditions are also 
optimally present. 


-—— RESPONSIBILITY 


———, USE 


bared APPROXIMATION 


—> RESPONSE 


ENGAGEMENT 


i 


Occurs when learner is 
convinced that: 


i) 1 am a potential 
‘doer’ or ‘performer’ of 
these demonstrations 
I'm observing. 


ii) Engaging with these 
demonstrations will 
further the purposes 
of my life. 


iii) | can engage and try 
to emulate without fear 
of physical or 
psychological 
hurt if my attempt is not 
fully ‘correct’. 


Helping learners to make 
these decisions constitutes 


the ‘artistic’ dimensions 
of teaching. It is difficult 
for teachers who dislike 
children. 


FIGURE 2.1 A Schematic Representation of Brian Cambourne's Model of Learning as It 


Applies to Literacy Learning 


Beginning Reading. Among the goals typically associated with a Whole-Language 
view of beginning reading are the following: 


1. To build on children’s developing awareness of functions of print, environmental read- 
ing, and informational reading 
. To create a literate environment in the classroom 


. To expand the child's sense of style and form 


2. 
3. To expand the learner’s awareness of books 
4 
5 


. To help the child develop strategies for making sense of print 


In accordance with these goals, a Whole-Language classroom is apt to be rich in print re- 
sources and lively in terms of meaningful/functional experiences with print. The classroom 
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is likely to be surrounded by artwork, children's writings, class writings, books, and labels 
and other vehicles (charts, bulletin boards, menus, recipes) by which students can see, con- 
tribute to, and be part of a print environment. Excursions, simulations, role-playing, and so 
on, in which print is an integral part (e.g., a shopping list for a visit to a store, telephone mes- 
sages) of the experience may be commonplace. Literature circles, writing centers, peer con- 
ferences, and reading areas are likely to be integral to providing the students with a sense of 
immersion, exploration, and opportunity to develop and use print. Likewise, students' writ- 
ing, dictated stories, shared book experiences, and assisted reading will likely be recurring 
activities as the teacher encourages student involvement with trade books (especially read- 
ing predictable books with familiar content and reading their own and each other's writing). 
The point is, "The children are growing into literacy under the guidance of their teachers. 
They are not carefully taken into it skill by skill" (Goodman and Goodman 1982, 129). 


Developmental Reading. Goodman and Goodman (1982) suggest that there are three 
major “focal points” in using Whole-Language as students grow as readers. They are: 
(1) involving the students in lots of reading; (2) creating an environment that “accepts and 
encourages risk-taking”; and (3) maintaining a focus on meaning. 

Based on these notions, a number of Whole-Language educators have proposed what 
they consider to be essential elements. For example, Watson and Crowley (1988) suggest 
that although not every classroom will look the same, the following similarities are likely to 
exist. As they state: 


Tn their own unique ways all whole-language teachers facilitate certain activities and 

procedures. 

1. They find out about students’ interests, abilities, and needs. And then they go an impor- 
tant step further—they use that information in planning curriculum. 

2. They read to students or tell them stories every day. 

3. They see to it that students have an opportunity to participate in authentic writing every 
day. 

4. They see to it that students have an opportunity to read real literature every day. 

5. They initiate discussions in which students consider the processes of reading and writing. 

6. They know that kids can help other kids-many times and in many ways that no one else 
can; therefore, they take advantage of the social nature of literacy (reading and writing) 
in order to promote it. (Watson and Crowley 1988, 235) 


Ina similar vein, Andrea Butler (not dated) suggests that a balanced Whole-Language pro- 
gram typically includes all of the following elements: 


m Reading to children. Quality literature, books owned by the children, and sometimes 
more demanding than those they read alone. 

a Shared book experience. (A discussion of this practice is provided in this unit.) 

m Sustained silent reading. (A discussion of this practice is provided in this unit.) 

m Guided reading. This involves the teacher's working with a small group of children 
in the reading of picture books, short stories, or novels. In conjunction with the read- 
ing, the children are involved in independent reading, discussion, response activities, 
and sharing activities. (For a discussion of this practice see Unit 1,) 
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m Individualized reading. (A discussion of this practice is provided in this unit.) 

w Language experience. (For a discussion of this see Unit 3.) 

m Children's writing. Most of the guidelines emanating from Donald Graves's work in 
writing relate directly to Whole-Language. 

u Modeled writing. Modeled writing involves the teacher's modeling good writing be- 
havior. As Butler (not dated) states: “It involves composing in front of children, artic- 
ulating the processes they are going through, and explaining why they are doing what 
they are doing. It can also take the form of teachers scribing as they and the students 
compose text collaboratively” (p. 30). 

= Opportunities for sharing. Sharing time involves providing students the opportunity 
to present a finished product (response to reading, own writing, drama, report of play). 

= Content area reading and writing. In the Whole-Language classroom the aforemen- 
tioned activities extend to the content areas. As Butler states: “the nine elements . . . do 
not just apply to the time allocated to the specific teaching of language. They apply all 
day in every content area.” 


Goodman and Goodman (1982) also emphasize that “Children are helped to broaden the 
scope and range of their reading and to build specific strategies which will be helpful with 
different kinds of texts” (p. 129). They go on to suggest the use of strategy lessons. (For an 
expanded discussion of strategy lessons, see Unit 5, Goodman’s Reading Strategy Lessons 
and Retrospective Miscue Analysis.) Or, as Watson and Crowley suggest: “Strategy lessons 
take advantage of the strengths of a reader, and they are often brief and always to the point. 
Equally important, they lead to a discussion of the reading process” (p. 258). Apart from 
strategy lessons, a deliberate attempt is made to hold conferences with the children (either 
individually or in group) in an attempt to bring the reading to a conscious level. As Watson 
and Crowley (1988) contend: 


Whole-Language teachers do talk about the reading process in both formal and informal ways 
with their students. They talk with students at the teachable moment—that is, when they need 
and can make immediate use of the information; furthermore, the teachers build on what read- 
ers are doing right, not what they are doing wrong. Additionally, teachers bring reading to the 
students’ awareness by discussing strategies involved in real reading . . . those strategies in- 
volve the reader’s sampling from print, predicting . . . confirming . . . correcting . . . instead of 
drilling on skills, children in Whole-Language classrooms are asked to reflect on the strategies 
they use. (p. 257) 


Remediation or Revaluing. Goodman and Goodman (1982) argue that remedial pro- 
grams enlist practices that tend to be in opposition to a Whole-Language view. For exam- 
ple, they suggest that remedial programs tend to focus on weaknesses rather than strengths, 
word-level rather than meaning-seeking strategies. In accordance with a Whole-Language 
view, they argue that instruction for troubled readers should focus on helping readers re- 
value themselves—that is, “help them to value what they can do and not be defeated by 
what they can’t do, to trust themselves and their linguistic intuition . . . specifics of a revalu- 
ing program include a great deal of Whole-Language, meaningful reading and of non- 
pressuring support" (p. 131). _ 
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Goals Code Emphasis 


What are the ^ Subskills, e.g., sound-symbol 

skills taught? ^ correspondences, such as identification of 
initial and final vowels, consonants, 
syllables, and morphemes; dividing words 
into components and then sounding them 
out; understanding syntactic relationships; 
building a sight word vocabulary. 


Instruction 

What is the Letter, sound, and word recognition taught 

order in which first; comprehension skills become focus 

instruction after students develop automaticity; 

lakes place? ^ preskills of a strategy are taught before the 
strategy itself is presented; high utility 
skills are introduced before less useful 
ones; easy skills are taught before more 
complex ones. Skilled comprehension 
strategies are taught beginning in the 
intermediate grades. 


How are skills Subskills are taught in a specific sequence 

taught and and are practiced until they are mastered. 

practiced? Complex skills are broken down into 
components. The teacher demonstrates 
the steps in a strategy and then provides 
structured practice in using the strategy. 
The students practice until they recognize 
when the strategy is called for in a 
situation. Practice includes a concentrated 
presentation of examples, with review 
across several lessons. Unison reading; 
individual oral responding, usually in small 
groups; garne activities. 


What kinds Learning by practicing the same skill over 

of leaming and over again, gradually moving to more 

experiences do and more complex skills. Most children 

students have? move through the various levels of a basal 
reader supplemented by high interest 
reading materials. 


What is the Primarily in school, using a commercially 

setting in which published basal reader series and 

leaming takes supplementary materials. Many class- 

place? rooms have a reading comer where high- 
interest books are available to the children. 


How is the Highly structured, with skills to be learned 
learning in a specific order. 


itualioi P 3 n 
rocked Some students will not be interested in 


learning. The teacher can show them that 
they can succeed in reading by designing 
lessons effectively, and that there is a 
reward in learning to read by using 
extrinsic rewards such as physical contact 
and by eventually developing intrinsic 
motivation in these students. 


Children are divided into small groups 
based on their ability. More time is 
generally spent with low-ability groups. 
Continuing diagnosis allows for 
restructuring of groups based on needs of 
students. 


FIGURE2.2 A Comparison of Whole-Language/Meaning Emphasis with a Code 


Emphasis (Reed and Ward, 1982) 


Meaning Emphasis 


As they engage in communicative experiences, students 
acquire basic understandings of how language functions and is 
used. At the same time as students are involved in “total” 
reading experiences from the beginning, they become aware of 
what they are learning in terms of language conventions and 
discuss strategies they use as they read, write, and experience 
communication. The teacher's task is to capitalize upon and 
encourage the students to be their own informants. 


Students are encouraged to be active participants in their 
reading experiences. Rather than be taught subskills, they are 
provided experiences for understanding a variety of texts read 
for student self-initiated purposes. Students leam strategies 
and skills in conjunction with those communicative 
experiences. These experiences can emanate from the 
students’ initial writing experience, from reading activities 
involving reading predictable texts, simple directions, stories, 
etc., or from print-related activities related to everyday activities 
(e... grocery lists, responding to signs and notices). 


As children are involved in reading experiences for which they 
have self-propeiled purposes, they are encouraged to consider 
the strategies they might use or do not use to achieve their 
reading goals. The teacher's task is to encourage the student 
to explore these learnings and try them or test them. Thus, 
skills/strategies are developed in conjunction with meaningful 
reading and leaming experiences. 


Leaming is primarily experience based, using children's 
problems/purposes to direct selection of texts or using 
children's own written materials. Within these contexts, 
leaming occurs through student discovery and exploration 
rather than teacher direction. Practice occurs naturally as 
students test their strategies in a variety of communication 
contexts. Practice involves testing as well as refining what is 
leamed. Students are recognized as accomplished language 
leamers who are apt to leam when experiences are meaningful 
and goals for leaming are self-propelled. 


Children's experiences outside of school are used to create a 
functional, meaningful base for leaming. Emphasis on taking 
the children into a variety of settings to build on their 
experience base. Classroom materials are many, varied, and 
predictable—they grow out of the children's and teacher's 
interests. 


The teacher serves as a group facilitator. The teacher arranges 
the environment, provides relevant, appropriate materials, and 
provides timely experiences to facilitate learning. The leamer 
extracts from the environment those elements which are most 
meaningful. 


When language is functional, motivation to learn is high. 
Children know when they are successful because they have 
met their own needs. No extemal reward system is necessary. 


Teachers work with children individually and in small groups. 
Much time is given to self-selected reading. Lessons tend to 
focus on developing strategies for geting meaning from print. 


(continued) 
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Goals Code Emphasis Other Meaning Emphasis 
Approaches* 
3 How do Student creativity is not a focus of the The entire focus of the reading program is to build and 
; and is feachers beginning reading program. maintain students' interest in reading. Students are encouraged 
" respond to to be as creative as they can be. 
ware of students’ 
sand creativity? 
erience How are Specific skill deficits are diagnosed by the Self-exploration of problems on the part of students is a critical 
end student teacher based on identification of recurrent part of the learning process. Errors are accepted as a natural 
“errors” error pattems. The correction procedure part of that process. Students’ own motivation to learn results 
viewed? involves praise for correct responses, in the correction of errors. The teacher serves as a guide and 
modeling the correct response and leading facilitator in this process. 
ir the child (responding with the child), 
ley are testing the child until he or she responds 
s read correctly every time, and giving the child a 
gies delayed test later in the lesson. 
How is This is highly individualized. It is Content areas are integrated within a problem-solving 
s instruction in recommended that teachers of curriculum. Particular concem is given to the reading of content 
wies, various skill intermediate children incorporate reading materials in mathematics, science, and social studies. Students 
ctivities areas or activities into all content area instruction; work at the development of special strategies for reading and 
content areas however, strategies for reading content understanding these materials. Much emphasis is placed on 
coordinated or materials are seldom taught. written and oral language use together with reading. 
th they integrated? 
onsider $ 
heir Assessment 
ident How is learning Children are tested, usually with informat Teachers observe and monitor the progress children are 
ingful assessed? reading inventories, at the beginning of the making in developing literacy. They observe students using 
| School year to determine their skill levels language and informally apply their knowledge of language nM 
and to place them in the appropriate small development to achieve an understanding of students" ! 
groups. For ongoing evaluation, teachers strengths and needs. Teachers evaluate the program on the 
use individual skills tests and have basis of evidence that children have acquired and use 
students read aloud individually. comprehension strategies. 
“These lines represent other possible approaches to reading instruction. 
FIGURE 2.2 Continued 
i 
on : 
iS 7 
on i 
rat is . 
uage r 
aningtul Cautions and Comments 
ate a In our aforementioned discussion we attempted to highlight the notion that Whole- 
aking 


I 

| 

| 
Language represents a viewpoint rather than a set approach. In presenting a description of 
key elements of Whole-Language, it should be reemphasized that Whole-Language is not a 
set of activities but a belief-driven approach that will and should vary. Certainly Whole- 
Language can be distinguished from approaches to reading that are highly structured and 
that presume a sequence of skills and strategies, including teaching suggestions that isolate 
separate skills and strategies. A useful comparison of Whole-Language with a decoding 

emphasis was developed by Reed and Ward (1982). It is shown in Figure 2.2. Dahl and 
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have Freppon (1995) and Dahl, Sharer, Grogan, and Lawson (1998, in press) provide significant 
d support for Whole-Language teaching versus more skills-based teaching. 
ndo One should not assume that a Whole-Language orientation is easy to achieve. As Alt- | 


y print. werger, Edelsky, and Flores (1987) have explained, to become a Whole-Language teacher 


requires more than simply putting in place certain practices or activities. To achieve effec- 
tive Whole-Language classrooms, teachers need to develop an understanding of some key 
facets of language learning, adopt an attitude of teaching as a continuous experiment, and 
open their eyes to what children are doing, can do, and might be sensitively guided to 
achieve. E 


ontinued) 


58 


UNIT 2 


Weaver points out that “many teachers prefer the safety of basals to the unpredictable 
vagaries of whole language.” She emphasizes that "if teachers haven't made the shift in 
models of learning, they're going to take nice trade books and do all the awful things that 
have been done with basals, namely use the literature to teach isolated skills" (Gursky, 1991, 
28). Smith (1992) concurs by saying "teachers could also mistake whole language as just an- 
other method rather than an entirely new approach to teaching. Such teachers still do not trust 
children to learn unless their attention is controlled and their progress monitored and evalu- 
ated" (p. 440). 

Educators who do not fully understand the tenets of Whole-Language find that their 
concerns usually are among the many myths and misconceptions of what Whole-Language 
really is. Newman and Church (1990) and Weaver (1990) identify the following as the most 
frequently cited myths associated with Whole-Language: 


= Phonics, spelling, and/or grammar are not taught in Whole-Language classrooms. 

Whole-Language means a literature-based curriculum. 

Whole-Language is a way of teaching the language arts without integrating the other 

subject areas. 

Teachers do not teach in Whole-Language classrooms. 

A Whole-Language classroom is not structured. 

Evaluation does not exist in Whole-Language classrooms. 

"Anything goes" in a Whole-Language classroom. 

Whole-Language teachers focus only on the process of learning. 

There is little research supporting Whole-Language. 

Whole-Language is a methodology. 

Commercial Whole-Language materials make a Whole-Language teacher. 

"There is one right way to do Whole-Language. 

Whole-Language is for the "super teacher." 

Change occurs only in the classrooms; administrators are not affected. 

Whole-Language is another name for whole word, look-say method, and language 

experience approach. 

m Whole-Language teaching is a matter of teaching skills in context, rather than in 
isolation. 

a All you have to do to implement Whole-Language is to mandate it. 


Anongoing challenge for Whole-Language teachers, according to Villaume and Worden 
(1993), “is the close examination of the student voices that emerge from classrooms" (p. 462). 
They state, “literate voices seek out and value different viewpoints in order to define their un- 
derstandings of themselves and their world. Literate voices listen to others but do not expect to 
betold how to respond to exercises; their responses are personal, yet thoughtful. Literate voices 
are awake, alive, and stimulated by the complexity of the world around them" (p. 468). 

Goodman (1992, 359—360) redefines the role of the teacher within a Whole-language 
environment. He proclaims that *Whole-language teachers must 


m Accept their status as professionals 
wm Have power (as professionals and faculties) 


ictable 
hift in 
gs that 
, 1991, 
ust an- 
ot trust 
evalu- 


it their 


iguage 
e most 


ms. 


2 other 


iguage 


han in 


Vorden 
). 462). 
eir un- 
pect to 
voices 


iguage 


Holistic, Whole-Language, Learner-Centered, and Literature-Based Approaches 59 


Be supportive 

Reject certain traditional roles 

Seek to support learning, not control it 

Seek collaboration, not compete with peers and pupils 

Continually evaluate self, pupils, and the system in which they teach 
Assume professional roles as listed below: 


m The teacher as initiator 
The teacher invites students to participate in relevant and appropriate learning 
experiences 

m The teacher as mediator 
The teacher mediates learning, but does not dictate or interfere with the learning 
process . 

m The teacher as kid watcher (Goodman, 1978) 
The teacher spends much time observing students in academic and social settings. 

m The teacher as liberator 
The teacher must provide opportunities for students to take on more responsibility 
for their own learning. "They must seek to free the minds and creative energies of 
pupils for the greatest gains in their intellectual, physical, and social development" 
(p. 360). 

m The teacher as curriculum maker 
The teacher must provide authentic experiences and a meaningful curriculum that 
builds upon “the personal and social experiences of the pupils" (p. 360). 


Staab (1990) defines a successful Whole-Language teacher as: 


an individual who creates an exciting print environment and allows children to engage in 
meaningful literacy experiences. She continually provides mediation which means to lead 
from behind (Newman, 1990), thus discovering what a child is attempting to do and helping 
the child accomplish it. (p. 548) 


Koepke (1991) further describes Whole-Language teachers as: 


those individuals who declare their independence from the constraints of the centralized, 
highly regulated education system and share with students the power to make decisions 
about what is learned and how learning takes place. They need to be less like technicians, 
implementing programs and strategies without questioning their effectiveness, and more 
like explorers, observing and responding to students. (p. 36) 


Gursky (1991) concurs by stating: 


the teacher is not an authoritarian, but a resource, a coach, and co-learner who shares power 
with the students and allows them to make choices. Learning in such a classroom is a social 
act, and children learn from and help each other. The challenge to the teacher is to adapt the 
curriculum and activities to the interest and talents of the children, to provide a content-rich 
environment, and to assure that they are constantly engaged in learning. The common tech- 
niques of whole language teaching—daily journal and letter writing, a great deal of silent 
and oral reading of real literature, and student cooperation, to name a few—are the philoso- 
phy in action. (p. 23) d 
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Certain support groups have emerged in Canada and the United States that afford 
teachers interested in Whole-Language the opportunity to share. These groups are known 
by names such as TAWL (Teachers Applying Whole Language), CAWL (Children and 
Whole Language), and CEL (Child-centered, Experience-based Learning). 

*More whole language groups are started for the same reason— because teachers 
want to teach the way students learn best. These teachers draw strength from each other, and 
through that strength, they gain confidence and power—power to change the way they 
teach” (Hood, 1989, 62). 

Judging the validity of Whole-Language has been problematic. Certainly there are 
ample affidavits supporting the enthusiasm with which the approach has been embraced by 
teachers and students. In school situations in which students have received an overdose of 
skills and appear deprived of reading and writing, Whole-Language seems to have the po- 
tential to reestablish a set of more appropriate priorities. But several questions remain as to 
whether the current set of Whole-Language beliefs are valid and as to the relationship that 
should be in place between beliefs and practices. In past years the beliefs have been sub- 
jected to revision, reconsideration, or refinement as new understandings of language learn- 
ing have emerged. The irony of Whole-Language may be that some of the practices being 
suggested—well-nigh tentatively—may constrain the ongoing reexamination and contin- 
ued development of Whole-Language. 

The authors of this compendium debated whether Whole-Language should be in- 
cluded in the book. Whole-Language is not an approach but a set of beliefs about readers, 
about learning to read, and about reading instruction. In the end, our decision to include 
Whole-Language was prompted by the attention that Whole-Language received in the late 
eighties and the number of teachers who asked the question “What is Whole-Language?" 
We hope the previous discussion offers at least a partial explanation. 

Since students in a Whole-Language classroom "have an investment and an interest 
in their learning, they are encouraged to: (a) share in the decision making process, (b) sug- 
gest and negotiate projects, and (c) set their own goals as readers and writers. As a result, 
they become active participants in their literacy learning, they develop a sense of belonging, 
and learn to work responsibly and independently" (Weaver, 1990, 31). 

Research with various populations of students has offered positive demonstrations of 
the worth of Whole-Language. One of the most notable studies was done by Dahl et al., 
who demonstrated the positive impact on student's strategic learning as a result of a Whole- 
Language orientation. Other research has included its use with various student populations 
whose first language is not English. Whole Language has also been successful used with 
students who are challenged by visual or hearing impairments (D'Alessandro, 1990; 
Schulz, 1991; Zucker, 1993). 

Unfortunately, Whole-Language has been subjected to a form of scapegoating, as if it 
has contributed to divisions and debate in the field, which in turn are harmful for education. 
We would argue with this characterization for a number of reasons. Consensus may or may 
not be a desirable goal, and we see debate as provoking conversation and consideration of 
alternatives. 

Beyond scapegoating, Whole-Language has been sidelined by some in conjunction 
with the political developments that are defining so narrowly and artificially what counts as 
best practice and research that might inform best practice. Cambourne (2002) provides one 
of the most substantial discussions of some of the guiding principles of Whole-Language. 
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learning in Whole Language classrooms: New evi- 
dence from research. The Reading Teacher 53: 
584—594. Discusses Dahl et al. 1999, and its find- 
ings and their implications for teachers. 

Dahl, K. L, L. Scharer, L. Lawson, and P. R. Grogan. 
1999. Phonics instruction and student achievement 
in Whole Language first grade classrooms. Read- 
ing Research Quarterly 34(3): 312-341. Careful 
examination of the Whole-Language classroom in 
terms of phonic strategy development. 

D'Alessandro, M. 1990. Accommodating emotionally 
handicapped children through a literature-based 
reading program. The Reading Teacher 44: 288-293. 
Describes how a special educator implemented a 
literature-based program to accommodate the per- 

. sonal, social, and academic needs of her elementary 
emotionally handicapped children. 

Doake, D. 1987. Changing the assumptions for literacy 
learning: A revolution in progress. Monographs on 
Literacy Learning, Acadia University, Nova Scotia. 
Discusses the key assumptions underlying Whole- 
Language as well as practices that might emanate 
from these assumptions. 

Edelsky, C. 1991. With literacy and justice for all. 
Philadelphia: The Farmer Press. “This volume doc- 
uments the author’s decade-long involvement with 
socially critical, holistic approaches to the everyday 
problems and possibilities facing teachers and lan- 
guage and literacy.” (Editor’s Introduction, p. viii). 

Edelsky, C., B. Altwerger, and B. Flores. 1991. Whole- 
Language—What’s the difference? Portsmouth, 
NH: Heinemann. Clarifies Whole-Language from 
a theoretical and historical perspective. 

Freeman, Y. S., and D. E. Freeman. 1992. Whole-Language 
for second language learners. Portsmouth, NH: 
Heinemann. Provides guidelines for teachers where 
some or all of the students’ English is another 
language. 
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Freppon, P. A., and K. L. Dahl. 1998. Balanced instruc- 
tion: Insights and considerations. Reading Re- 
search Quarterly 33(2): 240-251. Explores the 
claims for balanced instruction and explores 
Whole-Language in terms of providing for it. 

Goodman, K. S. 1986. What's Whole-Language? Richmond 
Hill, Ont: Scholastic-TAB. Represents a primary 
source for understanding the tenets of Whole- 
Language. 

. 1992. Why Whole-Language is today’s agenda in 

education. Language Arts 69: 354-363. Defines 
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perspective, curriculum design, learning context, 

and teacher role. 

. 1994. Deconstructing the rhetoric of Moorman, 
Blanton, and McLaughlin: A response. Reading 
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further critique of the critical analysis of the 
rhetoric of Whole-Language. 
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of history. Language Arts 74(8); 595-599. Details 
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Goodman, K. S., and Y. Goodman. 1979. Learning to read 
is natural. In L. B. Resnik and P. A. Weaver (Eds.), 
Theory and practice of early reading, Vol. 1. Hills- 
dale, NJ: Erlbaum. Discusses beginning reading 
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— —— . 1981. Twenty questions about teaching language. 
Educational Leadership 38: 437-442. Addresses 
key questions about Whole-Language. 

— ——, 1982. A Whole-Language comprehension cen- 
tered view of reading development. In L. Reed and 
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glass (Ed.), Claremont Reading Conference; Forty- 
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28(1): 9-34. Reports a study examining impact of 
predictable books, literature centers, and mini books. 
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of phonics instruction and the efficacy of Whole 
Language Instruction. Reading Improvement 39(1): 
32-42. Discusses the efficacy of Whole-Language 
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dents. The Reading Teacher 45: 526—532. De- 
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McWhirter, A. M. 1990. Whole language in the middle 
School. The Reading Teacher 4(8): 562—565. De- 
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guage classrooms learning for all ages. Ports- 
mouth, NH: Heinemann. This resource portrays 
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students in authentic literacy activities. The class- 
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Moore, M. A. 1991. Electronic dialoguing: An avenue to 
literacy. The Reading Teacher 45: 280-286. An in- 
formative article describing how technology can 
enhance literacy learning. 

Moorman, G. B., W. E. Blanton, and T. McLaughlin. 
1994, The rhetoric of Whole-Language. Reading 
Research Quarterly 29(4): 309-329. Critiques the 
thetoric of Whole-Language advocates in terms of 
the metaphors they use. 

—. 1994. Rhetoric and community in Whole-Lan- 
guage: A response to Cambourne, Willinsky, and 
Goodman. Reading Research Quarterly 29(4): 
348-351. A response to the responses of their orig- 
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Newman, J. (Ed.) 1985. Whole-Language—Theory into 
use. Portsmouth, NH: Heinemann Educational 
Books. Represents a primary source for informa- 
tion on Whole-Language tenets and practices. 

Newman, J., and S. Church. 1990. Myths of whole lan- 
guage. The Reading Teacher 44: 20—26. Identifies 
and examines the most commonly knowi myths of 
Whole-Language. 

Pang, V. O., C. Colvin, M. Tran, and R. H. Barba. 1992. 
Beyond chopsticks and dragons: Selecting Asian- 
American literature for children. The Reading 


Teacher 46: 216-224. Provides an in-depth discus- 
sion on criteria to use when selecting children’s 
books for culturally diverse populations. 

Purves, A. C., L. Papa, and S. Jordan (Eds.). 1994. Ency- 
clopedia of English studies and language arts. 
New York: National Council of Teachers of En- 
glish. This encyclopedia has more than 800 anno- 
tated entries/topics that succinctly address this 
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Quintero, E., and A. Heueta-Macias. 1992. Bilingualism 
and biliteracy. The Reading Teacher 44: 306-312. 
Provides a description of the FIEL (Family Initia- 
tive for English Literacy) project. 

Reed, L., and S. Ward. 1982. Basic skills issues and 
choices, Vols. I and II. St. Louis: CEMREL. Com- 
pares various holistic versus atomistic approaches 
to teaching in different curriculum areas, including 
reading and writing. 

Reimer, K. M. 1992. Multiethnic literature: Holding fast 
to dreams. Language Arts 69: 14-21. Identifies 
several important issues pertaining to the authen- 
ticity of multicultural children's literature books. 

Reutzel, D. R., and R. B. Cooter. 1990. Whole-Language: 
Comparative effects on first-grade reading achieve- 
ment. Journal of Educational Research 83: 252-257. 
Reveals that students immersed in a Whole-Language 
approach score as well, or better, than those partici- 
pating in a basal reader approach when given a tra- 
ditional reading standardized achievement test at the 
end of their first-grade year. 

Rich, S. 1985. Restoring power to teachers: The impact of 
Whole-Language. Language Arts 62: 717—724. 
Provides a demonstration of Whole-Language at 
work. 

Richgels, D. J. 1995. Invented spelling ability and printed 
word learning in kindergarten. Reading Research 
Quarterly 30(1): 96-109. Explores the relation- 
ships between alphabet knowledge, word reading 
ability, and invented spelling ability. 

Routman, R. 1997. Back to the basics of Whole Language. 
Educational Leadership 54(5): 70-74. Explains 
the use of Whole-Language in terms of developing 
basic skills. 

Ruddell, R. B. 1992. A Whole-Language and literature per- 
spective: Creating a meaning making instructional 
environment. Language Arts 69: 612-619. Provides 
an in-depth discussion on Whole-Language by fo- 
cusing on how teaching facilitates learning in the 
classroom. 

Scharer, P. L., and D. B. Detweiler. 1992. Changing as 
teachers: Perils and possibilities of literature-based 
language arts instruction. Language Arts 69: 186, 
192. Describes the challenges and successes the 
teacher experienced when shifting from a tradi- 
tional model to an iritegrated model of teaching. 
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Schulz, E. 1991, August. Nourishing a desire to learn. 
Teacher Magazine, 2(9): 30-34. Describes how 
three elementary teachers designed their class- 
rooms and literacy activities from the Whole- 
Language perspective. 

Shapiro, J. 1994, Research perspectives on Whole Lan- 
guage. In V. Froese (Ed.), Whole Language: Prac- 
tice and theory. Boston: Allyn and Bacon, 433-470. 
Discusses research that informs and supports the 
use of Whole-Language. 

Smith, F. 1971. Psycholinguistics and reading. New York: 
Holt, Rinehart and Winston. Includes selected arti- 
cles that address basic tenets of Whole-Language. 

. 1981. Demonstrations, engagement, and sensitiv- 

ity: A revised approach to language learning. 

Language Arts 58: 103-112. Discusses key as- 

sumptions underlying Whole-Language. 


Phi Delta Kappan 13: 432-441. Describes the read- 
ing process from the traditional language perspective. 

Smith, F., and K. Goodman. 1971. On the psycholinguis- 
tic method of teaching reading. Elementary School 
Journal, 177-181. Represents a seminal article on 
Whole-Language. 

Staab, C. F. 1990. Teacher mediation in one whole literacy 
classroom. The Reading Teacher 43(8): 548-552. 
Describes how a first grade classroom mediates the 
learning process in a Whole-Language classroom. 

Storeygard, J., R. Cummons, M. Stumpf, and E. Pavloglou. 
1993. Making computers work for students with 
special needs. Teaching Exceptional Children 26: 
22-24. Describes a computer and writing program 
utilized in a middle school to assist the needs of 
special-needs students and reluctant writers. 

Sumara, D., and L. Walker. 1991. The teacher's role in 

! Whole-Language. Language Arts 68: 276—285. 
Provides an account of the changing roles of two 
teachers when shifting toward a Whole-Language 
way of teaching. 

Temple, C., A. M. Hache de Yunen, and L. Montenegro. 
1994. The “Global Method" of Celestin Freinet: 
Whole-Language in a European setting? The Read- 
ing Teacher 48(1): 86-89. Discusses the notions of 
a French school teacher, Celestin Freinet, as they 
relate to Whole-Language. 

Turbill, J., and B. Cambourne. 1987. Coping with chaos. 
Portsmouth, NH: Heinemann Educational Books. 
Provides a rich description of Whole-Language 
classrooms. 

Turner, J. C. 1995. The influence of classroom contexts on 
young children's motivation for literacy. Reading 
Research Quarterly 30(3): 410-441. Explores dif- 
ferences in motivation for reading for first graders 
involved in basal versus Whole-Language class- 
rooms. 


. 1992. Learning to Read: The never ending debate. . 


Vacca, R. T., and T. V. Rasinski. 1992. Case studies in 
Whole-Language. Forth Worth, TX: Harcourt 
Brace Jovanovich. Describes how preschool and 
elementary teachers define their role within a 
Whole-Language framework. 

Villaume, S. K., and T. Worden. 1993. Developing literate 
voices: The challenge of Whole-Language. Lan- 
guage Arts 70: 462-468. Provides an in-depth re- 
view of the issues pertaining to literature discussion 
groups. 

Walker-Dathouse, D. 1992. Using African-American liter- 
ature to increase ethnic understanding. The Reading 
Teacher 45: 416—422. Provides a personal account 
of how the author designed and implemented a lit- 
erature unit to promote deeper understanding and 
knowledge of the African-American culture. 

Watson, D., and P. Crowley. 1988. How can we implement 
a Whole-Language approach? In C. Weaver (Ed.), 
Reading process and practice. Portsmouth, NH: 
Heinemann Educational Books. Represents a de- 
tailed description of Whole-Language principles 
and practices. 

Weaver, C. 1990. Understanding Whole-Language from 
principles to practice. Portsmouth, NH: Heine- 
mann. An excellent reference for teachers, parents, 
and administrators regarding theory and practice of 
Whole-Language. 

. 1998. Experimental research: On phonemic 
awareness and on Whole Language. In C. Weaver 
(Ed.), Reconsidering a balanced approach to read- 
ing. Urbana, IL: National Council of Teachers of 
English, 321-371. Discusses the findings from re- 
cent syntheses on phonemic awareness and the role 
of a Whole-Language orientation in developing 
students’ phonemic awareness and reading. 

Wepner, S. B. 1990. Holistic computer applications in 

- literature-based classrooms. The Reading Teacher 
44: 12-19. Provides a description of the software 
programs that are available to complement any 
Jiterature-based or Whole-Language program. 

Whitt, A. G. 1994. Whole-Language revitalizes one high 
school classroom. Journal of Reading 37(6): 488- 
493. Describes a high school teacher's shift to 
Whole-Language. 

Willinsky, J. 1994. Theory and meaning in Whole- 
Language: Engaging Moorman, Blanton, and 
McLaughlin. Reading Research Quarterly 29(4): 
334—339. Discusses Whole-Language critique in 
terms of Whole-Language theory. 

Zucker, C. 1993. Using Whole-Language with students 
who have language and learning disabilities. The 
Reading Teacher 46: 660-670. Provides a descrip- 
tion of a language arts program emphasizing the 
Whole-Language philosophy within an elementary 
language learning disabilities classroom. 
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dnd Theme-Based Units 
iol and 
thin a Purpose 
Mieraré The purpose of Thematic Units is to provide opportunities for learners to pursue integrated 
s Lan- learning experiences wherein learners as individuals and members of different groups set 
pth re- 1 goals, plan, research, compose/construct, and share ideas gleaned from their exploration of 
cussion topics and issues demanding the integration of resources and tools from different subject 
in liter- areas: 
'eading 
nd Rationale 
*d a lit- 
ng and 1 The concept of interdisciplinary learning dates back to the educational philosophy and 
. i practice of Locke, Pestalozzi, Froebel, Rousseau, Spencer, and Dewey. These educators 
Ness i viewed learning as a process that reflected real-life experiences. Children learned to ex- 
h, NH: plore, experiment, and manipulate objects through sensory orientation. All child-initiated 
s a de- | activities and observations were encouraged and reinforced. 
nciples Spencer, at the end of the nineteenth century, proposed a shift in curricular develop- 

ment that encompassed a "radical change in the type of curriculum and teaching methods in- 
rafom stituted in the school” (Kazamias, 1966, 22). This educational reform, also known as the 
arenis; | scientific movement in education (Kazamias, 1966, 28), incorporated “natural experimental 
ctice of methods of science which involved manipulating objects rather than focusing on textbook 

learning. This procedure enabled students, with the guidance of the teacher, to proceed from 
onemic | simple to complex tasks (Kimball, 1932, 127) thereby promoting individuality and self- 
baci development. This process invited children to make their own investigations, to draw their 
hers of | own inferences, and to individually discover as much as possible" (Cavenagh, 1932). 
rom re- i The Progressive Educational Movement, under the guidance of John Dewey in the 
the role 1 early 1900s, reinforced the restructuring efforts of previous educators. Dewey’s efforts, 
eloping however, prompted a shift in the theoretical framework that emphasized "learning by 
‘olin p doing" in a child-oriented setting in addition to curriculum restructuring. His platform ad- 
Teacher i dressed meaningful and realistic activities that valued physical freedom, play, and self- 
oftware i discovery in accordance with an individual's realm of physical, mental, and emotional 
ent any j development (Caswell and Campbell, 1937, 393-394). Classrooms promoted and imple- 
m mented these learning situations through an Activity Curriculum program. Activities, ac- | 
ete cording to Caswell and Foshay (1957), were defined as | 
shift to ` 

learning situations brought about by the strong purpose of a child or group of children to 

Whole- d achieve a worthy end desirable to themselves which draws upon a large number of different i 
m, and kinds of experiences and many fields of knowledge. (p. 254) i 
p 29(4): i i 
lique in Dewey's definition, on the other hand, inferred a more individualistic and cognitive struc- i 
students ture. He believed that a good activity | 
ies. The i il 
descrip- i drew from many subject areas for developmentally appropriate content. It had to be pur- à 
zing the j poseful so that each step or procedure opened up a new field, raised new questions, aroused | 
mentary ! a demand for further knowledge, and suggested what to do next on the basis of what had | 


j been accomplished and the knowledge thereby gained. (Caswell and Campbell, 1937, 604) 
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This activity program launched a new development in curriculum revitalization that 
emphasizes subject matter integration. This restructuring, through an integrated program 
approach, invites students to become collaborators in curriculum planning and social par- 
ticipants in the learning process. As a result, this "authentic integration takes place in the 
minds of the learners,” thus enabling them to “explore, gather, process, refine, and present | 
information about topics they want to investigate without the constraints imposed by tradi- 1 
tional subject barriers" (Pigdon and Woolley, 1993, 6). Figure 2.3 compares the character- 
istics of an integrated approach to those of the traditional subject approach. 

Integration, according to Roehler (1983), is “a strategy for intentionally combining 
subject matter so that students are aware of this during implementation" (p. 28). Routman 
(1991) defines integration as “an approach to learning and a way of thinking that respects 
the interrelationships of language processes—reading, writing, speaking, and listening—as 
integral to meaningful teaching across any area of the curriculum" (p. 276). 

Over the years a number of educators have proclaimed the importance of curriculum | 
integration for student learning and the availability for making connections between per- 
sonal experiences and school knowledge. For instance, Dewey (1916) argued “that the great 
waste in school comes from the inability to utilize the experiences one gets outside of ! 
school in any complete and free way; while on the other hand, one is able to apply in daily 
life what one learns in school” (p. 75). In addition, Vacca and Rasinski (1992) claim that 
when “students are engaged in activities that genuinely meet their needs, purposes, inter- : 
ests, and experiences, then the curriculum is fun, relevant, and meaningful" and participa- 
tion in authentic literacy events provides opportunities for them to "bring the world outside 
of school into the classroom" (p. 20). An avenue to incorporate students' personal experi- 
ences within the school curriculum is through the techniques of integrated curriculum units, 
thematic units, and thematic cycles. 


FIGURE 2.3 Characteristics of the Integrated Approach and Traditional Approach 


Possible Characteristics Typical of Traditional Approach 
vs. Inquiry Driven/Integrated Approach 


Traditional Approach Inquiry Driven Approach 
Purpose Purpose 
Factual recall and focus upon preselected ideas Inquiry 


Emerging understandings 
Questioning and learning how to learn 


Approach Approach 
Teacher directed Teacher support of student engagement 
Preset activities Emerging plans & flexible projects, 
Reading assignment with worksheets exploration of issues 
Teacher questioning Discussion and group exploration 
Teacher as expert Students as authorities 

Outcomes Outcomes 
Assignments Portfolios 
Quiz Sharings 


Future goals 
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Integrated curriculum units focus on the inquiry approach, which provides opportu- 
nities for learners to participate by taking control of their learning, making predictions, test- 
ing hypotheses, gathering and organizing information, synthesizing findings, and building 
on prior knowledge. As a result, Pigdon and Woolley, among others, claim that learners re- 
flect on their experiences, begin to value differing opinions, viewpoints, and interests, and 
become risk takers (Pigdon and Woolley, 1993, 16). These units, according to Pigdon and 
Woolley (1993), provide opportunities for students to: (a) develop understandings through 
sustained interaction, conversation, or discussion about concepts, ideas, values, and modes 
of presenting information, (b) develop an understanding of the variety of ways in which we 
can present, represent, and transfer ideas about the world, (c) build on and extend their per- 
sonal, out-of-school experiences, and knowledge, (d) understand the difference between 
real-world, factual experiences, and exploration of knowledge, and fictional imagined 
worlds, and (e) develop a sense of reflection about their world and their environment that 
leads to action, control, and conservation (p. 16). An illustration and description of the 
framework for designing integrated curriculum units are provided in the procedure section 
(see Figure 2.5). 

A related and sometimes synonymous approach is thematic approaches—for exam- 
ple, Thematic Units and Thematic Cycles. 

Thematic Units enable students to "study various subject areas through one common 
theme or topic which is extended into the subject areas" (Vacca and Rasinski, 1992, 259) 
that is "meaningful and relevant to the curriculum and student lives" (Routman, 1991, 278). 
Pigdon and Woolley (1993) suggest that activities within these units must be selected so 
that they "offer the possibility for the learners to further develop their ideas about the fields 
of knowledge they're studying" (p. 59). Planning for thematic units varies according to the 
teacher's classroom setup and curriculum orientation. For instance, within a Whole- 
Language classroom, teachers usually plan integrated units collaboratively with their stu- 
dents. Routman's (1991) guidelines for integrated unit planning are described under the 
procedures section (see Figure 2.6). 

When developing Thematic Units, Weaver, Chaston, and Peterson (1993) suggest five 
principles of learning that need to be considered when (a) teachers and students negotiate 
significant aspects of the curriculum, and (b) students participate in authentic language ac- 
tivities in and out of the classroom that relate to whole text reading and writing. 

"These five principles include: 


1. Thecurriculum should not consist of work sheets and dittos but of opportunities to se- 
lect and engage in a variety of natural reading, writing, discussion, experimentation, 
and research activities. 

2. The curriculum must be negotiated between the teacher and the students. The topics 
and themes must be of interest to the students while providing much opportunity for 
language and literacy development. Decision making must encompass both long- and 
short-term planning. 

3. Thematic units activities must be functional and purposeful. Learning must utilize 
authentic language and complete texts. 

4. Direct and indirect teaching of skills is on an individualized basis. Focus is always on 

what the student currently needs in order to move forward in learning. Skills are al- 

ways taught within whole texts and are not used as an isolated lesson. 
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5. Teaching occurs as a direct response to the student's actions, inquiry, or when the 
need arises. 


Thematic Units, according to Lukasevich (1991), focus around a central theme, se- 
lected collaboratively between teacher and students, where subject areas are integrated 
and explored. He recommends a seven-step process when developing Thematic Units. An 
illustration and description of these steps are provided in the procedures section (see Fig- 
ure 2.7). 

Edwards (1990) further develops Thematic Units by focusing on mathematical con- 
cepts. These units, known as Thematic Maths, provide opportunities for students to (1) de- 
velop creative and divergent thinking skills, (2) utilize their own knowledge of the real 
world while fostering new areas of inquiry and learning, and (3) explore, experiment, and 
expand their knowledge of mathematical and other language arts concepts rather than lo- 
cating, retrieving, and computing in order to find the “right answers” (Edwards, 1990). Ed- 
wards (1990) claims that when children are presented with a challenge in the form of these 
units, they work for longer periods of time seeking a variety of solutions through question- 
ing, explaining, defending, confirming, and validating their thoughts by conferencing with 
peers (p. 8). 

Advantages for utilizing Thematic Maths include the following: (1) relevant to real- 
life situations, (2) activities lead to inquiry, investigation, exploration, observations, and 
self-discovery, (3) challenges current levels of knowledge and thinking, (4) encourages dis- 
course and integration of language learning, (5) encourages risk-taking and problem- 
solving, (6) puts responsibility of learning onto the child, (7) students gain inner control and 
confidence in learning. 

Thematic Cycles utilize subject areas to investigate a topic. The cycle begins with a 
question that becomes the focal point of the study. “The content areas are brought to bear 
on the topic as needed to answer the question or one of the questions that might spin-off 
from the original” (Vacca and Rasinski, 1992, 259). Vacca and Rasinski (1992) further de- 
note that Thematic Cycles “use art, music, literature, social studies, and sciences for ex- 
ploring, expanding, and answering the question that defines the central topic.” Because of 
this, “subject areas are more closely connecte ” (p. 260). 

Harste, Short, and Burke (1988) concur that curriculum must be negotiated between 
teacher and students. He states that “the curriculum that results from the coming together of 
teachers and students reaches toward new potentials for knowing" (p. 366). An illustration 
depicting the steps when developing Thematic Cycles is provided in the procedures section 
(see Figure 2.8). 

Pappas, Kiefer, and Levstik (1990, 1995) emphasize the importance of integration 
through personal characteristics and cultural backgrounds. They state, "children bring their 
complex customs or styles of integration to their activities or projects. Children from dif- 
ferent cultural backgrounds have different rules for communication. Collaboration is cru- 
cial and negotiation is the means by which participants can deal with the varying ways of 
participating and interacting" (1990, p. 40). 

As experienced in previous educational reforms, our schools today continue to fall 
short in helping students "learn tolerance and appreciation of other cultures and persons 
who are members of those cultures" (Rasinski and Padak, 1990, 576). It appears we have 
attempted to foster "tolerance, patience, appreciation, and friendship among children of dif- 
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FIGURE 2.4 Four Models for Integrating Ethnic/Multicultural Content 
into the Curriculum 


Level 1: Contributions Approach At this level, literature is used in isolated lessons to 
address holidays, heroes, and customs of a particular 
culture. 

Level 2: Additive Approach Literature depicting content, concepts, and/or themes of 
other cultures are added into the curriculum, but not 
woven through the curriculum. 

Level 3: Transformation Approach Students are encouraged to address different problems, 
themes, and concerns from another cultural group's 
perspective. This allows students to see the 
"interconnectiveness" of the various ethnic 
cultures with the dominant culture. 

Level 4: Decision-Making and At this highest level, students are asked to identify 

Social Action Approach social problems and concerns, problem solve, and take 
actions to help remedy the problem they have identified. 
This empowers them to take ownership in their own 
learning. 
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Source: From Rasinski, T., and N. Padak. 1990, October. Multicultural learning through children’s literature. 
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ferent backgrounds and cultures" (Rasinski and Padak, 1990, 576) through curriculum de- 
velopment as denoted in Banks's (1989) four models of multicultural integration. Banks 
states that "these models are hierarchically arranged in terms of their sophistication in mak- 
ing multicultural issues a central part of the integrated program" (p. 577). Descriptions of 
these models are listed in Figure 2.4. 


Intended Audience 
Thematic units may be used with students at any level. Program planning and implementa- 


tion may differ according to grade level organization and emphasis. 


Description of the Procedures 


Pigdon and Woolley (1993) identify the framework for designing Integrated Curriculum 
Units. Descriptions of components are as shown in Figure 2.5. 

The framework for Thematic Units as described by Routman (1991) (Figure 2.6) and 
Lukasevich (1991) (Figure 2.7) includes the following steps: 


A. Planning the Unit 
1. Select the topic that is developmentally appropriate, inviting, and that meets the aca- 
demic and interest needs of students. 
2. Brainstorm and web the possibilities that visually describe the connection between 
the topic and other subject areas, activities, literature, technology and media, com- 
munity leaders and agencies. 


FIGURE2.5 Integrated Curriculum Units Framework 


A. PROGRAM LEVEL PLANNING 
1 Selection of a topic for the unit 
2 Writing specific understandings for the unit 
B. ACTIVITY LEVEL PLANNING 
3 Tuning in 
4 The shared experience 
5 Sorting out the shared experience 
(a) Art activities 
(b) Drama activities 
(c) Math activities 
(d) Language activities 
(e) Generalizations 
Related experiences 
Sorting out the related experiences 
Values clarification 
Reflection and action 
C. RECORD KEEPING AND EVALUATION 
10 Evaluation of the teaching strategies and materials 
11 Evaluation of the learner's development 
12 Future planning 


Cann 
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FIGURE 2.6 Guidelines for Planning an Integrated Unit Collaboratively with Students 


1. Planning the Unit 
m select topic 
brainstorm ideas 
web possibilities 
list questions to be explored 
plan activities for development 
gather resources 
teach for genre of factual writing 
inform, include, and invite parent participation 
m long-range planning; fieldtrips, speakers, outside assistance 
m organize and set up environment which is conducive to learning 
2. Implementation 
m justification for studying the unit is shared and discussed 
uw introduce and teach needed information gathering skills: note taking, research gathering, 
and report gathering 
m provide time for exploration, investigation, and information processing 
m group students flexibly 
m promote opportunities of collaboration, free choice-self selection 
m maintain a climate of inquiry: investigating, collecting data, gathering information, problem 
solving, revising, and rethinking 
3. Evaluation 
= allow for student choice such as oral presentation, debate, written reports, published 
writing, graphs, drama, murals, dance, and song 
m provide time for sharing, speaking, and listening 
m balance teacher, peer, and self evaluation 


Source: From Routman (1991, 279-280). 
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FIGURE2.7 The Seven Steps in Developing a Thematic Unit 
According to Lukasevich, 1991 


- Selection of an interesting theme around which to study other subject areas. 
. Brainstorm/web directions to take the theme. Consider how the theme can impact on the 


various subject areas through learning activities. 


. Set goals and objectives for the unit. 
. Collect relevant resources and materials. 
. Plan an introduction to the unit. Focus on developing student interests and questions about the 


topic. 


. Plan learning activities and experiences. Include activities for whole class, small groups, and 


individual students. Organize activities by subject areas or teaching strategies. 


. Plan a culmination experience. The experience should help you pull together or summarize 


the unit of study for students. 
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Source: From Vacca and Rasinski (1992, 260). 


3. Through planning, goal setting, and listing objectives the teacher and students have 
means to document instructional strategies and student progress. 

4. An abundance and variety of materials and resources enable the students to experi- 
ment, explore, and manipulate the materials through multimodality learning. 


B. Implementation 


1. The orientation to the unit should pique students’ interest. Opportunities for stu- 
dents to share personal experiences and knowledge is critical. Encourage students 
to develop questions that will lead to further inquiry, problem-solving, study, and 
investigation. 

2. Provide an environment that promotes collaboration, self-selection, discussion, ap- 
proximation, decision-making, and flexibility. 

3. Instructional activities and experiences should be planned to incorporate whole 
group, small group, and individualized learning. Direct and Indirect teaching is uti- 
lized within a language-oriented context using authentic materials. 

4. Culminating activities provide an opportunity for students to share their knowledge 
in collaborative and creative ways. 


C. Evaluation 


1. Observations, anecdotal entries, conferences, discussion groups, and student self-re- 
flections are ongoing. 

2. Opportunities for sharing, reporting, listening, and speaking are encouraged. 

3. Students choose how they will report their investigations, findings, and reflections. 

4. There must be a balance between teacher, student, and peer evaluation. 


Figure 2.8 illustrates the steps for developing Thematic Cycles described by Harste et 
al. (1988). 
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FIGURE 2.8 Generative Theme Cycle 


Cautions and Comments 


Many limitations have surfaced regarding thematic units. One drawback involves “the su- 
perficial integration of the theme and the connection between subject areas” (Vacca and 
Rasinski, 1992, 260). Another limitation is the “inability to link ways which maximize op- 
portunities for students to make the connections between school and home environments 
and between subject areas” (Pigdon and Woolley, 1993, 13). Another limitation involves the 
activities within thematic units. Pigdon and Woolley (1993) claim that “all activities must 
provide opportunities for students to learn more about the content and not just participate in 
available extension tasks” (pp. 12-13). 

A fourth limitation might be the emphasis given to obtaining information. Rather 
than addressing one’s own questions or delving into the ideas as a way of solving problems, 
or their application to the real world, units can be for purposes of downloading and some- 
times simply copying ideas from one place to another. Sometimes the goal becomes the pre- 
sentation of the unit, rather than what is gained in conjunction with the exploration, or 
transactions with other sets. Another limitation may emerge as a result of an emphasis upon 
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the comprehensive treatment of a topic through textbooks, and so on, hands-on experience, 
and the use of primary sources may be slighted. Likewise, the approach pursues an 
approach to subject matter learning that is comprehensive and general rather than delving, 
focused, or caselike. Instead of students delving into issues and subtopics, they are encour- 
aged to develop a surveylike understanding. Many fear that the opportunity to delve may 
precede a survey understanding, but not vice versa. Finally, the issue of multiculturalism 
and achieving different perspectives is slighted in this work. (For a detailed discussion of 
some of these notions as they are applied in the area of social studies, the reader is referred 
to the Bradley Report.) With the advent of multimedia technologies, the notion of integrated 
units, project-based learning, and Rich Literacy Tasks (see Unit 1) has resulted in a resur- 
gence of interest in and shift in the purpose, processes, and outcomes of frameworks akin to 
units. Multiple literacies and Rich Literacy Tasks advocate for a stronger connection be- 
tween real-world literacies, including digital literacies, and school assignments (New Lon- 
don Group, 2000). These multimedia literacies have the power to create more flexible and 
multifaceted engagements with ideas, including varying depth of digital images and in 


multivocal and multilingual ways. 
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Drama Art Music Environment 
e Role Playing *Photoessays e Create Own Rap 
* Skits * Posters Songs 
* Mobiles * Listen to Environmental 
* Banners Sounds and include 
* 3-D Projects written response 1 
+ Bumper » Raffi Songs on 
stickers Environment 
PERSONAL EXPLORATIONS 
Wishes and Dreams 
« Create a model city EXPERIMENT WITH OUR ENVIRONMENT 
- justily, describe THROUGH SOCIAL SCIENCE 
» Describe your own I 
ideal world from what 
you have learned Learning From Our lakes Incorporate Study on 
- graph Native Americans 
B * Oil spills -—Q( 
a ies y — create a simulation of an * Study various tribes’ view 
create oil spill of the environment 
— invent best way to clean 
Exploring Careers up the spill Learning From Nature 
* Invite environmentalists — explore legal issues 7 
to come and speak » Pollution * Make terrariums 
* Visit zoo, parks, — water, air, land * Select plot of land by school 
conservatory, landfill, water * Recycling or home (to remain untouched) 


+ Study, record, observe changes 


treatment plant, botanical ^ 
over time 


gardens 


— plan, design, and implement 
recycling program at school 


» Contact Conservation League — ad campaigns * Select a plot to use as a herb, 
e Invite local organizations and — media coverage butterfly, or wildlife garden 
agencies to discuss ways * Adopt a Program — measure : 
they are helping to save — adopt a tree and follow — investigate and record soil 
Mother Earth progress throughout year samples 
» Attend rallies, meetings, and — photograph, sketch, collect 
gatherings to support buds, leaves, bark, seeds, al Incorporate Study on Plants 
environmental programs fruit z 
* Create your own organization + Growth and development : a nani rar , 
« Publicize these meetings of community e bird feeders/ bird house: 
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support environment new developments Incorporate Study on Endangered 
organization — learn history of neighborhood Species and their Habitats 
bal town * investigate changes that occur over 
Inner sourneys x prece hand s time through study of weather and 
v Response writings various groups will gather to Seen 
What did 1 86 discuss future growth and = 
today to help expansion L-I Learning From Others 
Mother Earth? 


» Reflective journal 
— record entries on 
topics that have 
made a positive/ 
negative impact 
* Choose a place to visit 
often 
-- observe how it changes 
over time 
— graph, record, illustrate 
— describe ways people and 
wildlife use this space 


— farmers, industrialists, real estate 
agents, environmentalists, wildlife 
conservationists 

* Environmental awareness 

— write letters to political officials 

— campaign to educate family 
and community 

— create household products 
that are environmentally safe 


[sann T 
» Study nature and creation myths 


from other cultures 


* Study how other nations deal with 
conservation, endangered species, 


recycling 
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MATHEMATICAL INVESTIGATIONS 


| 


Mapping 


Time ] 


Comparing/Contrasting 


Measurement and Money 


* Distance from home to 
school 

* Plot of land for garden 
and trees 


* Time lines of plant growth 
andchanges . 

* Investigate how time 
of day affects the 
environment 

* Transportation/roads 

* Composing/decompose 


* graphs 

* seasonal and weather 

* cost of conserving to 
wasling in one week 
(water,electric, trash) 


* Measure and record soil 

* Calculate amount of money 
collected on Saving Mother 
Earth Programs 

* Recycling 

* Calculate in weight those 
items going to recycling center 

* Measure plot of land for gardens 

* Circumference of trees, perimeter 
of yard, areas of puddles, and 
find averages 


EXPLORATION THROUGH LANGUAGE 


Reading 


Codes and Special 
Languages 


| 


Poetic Exploration 


Literature 


* Shared reading 
* Interest groups 
* Choral reading 
* Poems 


* Review sign language. 
* Tell/write a story using 
Sign language 


* Riddles and jokes 
* Rap 

* Jingles 

* Slogans 

* Chants 

* Songs 


* (See 
Resource List) 

* Poetry 

* Author studies 

* Read alouds 


* Genres 
— Biographies 
— How-to... 
— Concept book 


Oral/Written Language 


* Write own play 

* Discussion groups 

* Debates 

* Reflective journals 

* Investigative writing 

* Role playing 

* Notetaking 

* Writing letters to 
political figures, 


* Writing letters to 
business and industry 

* Home remedies to 
conserve on recipe 
cards 

* Write field guides to 
identify trees, birds, 
wildflowers, weeds, 
reptiles 


Figurative Language 


* Collect descriptive words 


for environmental phenomena 


* Make an anthology of favorite. 


poems that use interesting 
language 


* Write own poems on 


environmental phenomena 


politicians 


| PROBING INTO TECHNOLOGY 


l 

* Mass Media * Videos 

* Create Own | 
Documentary 

* TV Talk Show 

* Environmental 
Newsletter 

* Cut out Articles Portraying 
Positive and Negative 
Aspects of Environment 


* CD-ROM * Computer 


* HyperCard 


* Interactive Videos 
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enhance students’ reading, writing, and information- 
gathering skills. Journal of Adolescent and. Adult Lit- 
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Shanahan, T. (1997). Reading-writing relationships, the- 
matic units, inquiry learning: In pursuit of effective 
integrated literacy instruction. The Reading Teacher 
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based units. 
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Stokes, S. M. 1997. Curriculum for Native American stu- 
dents: Using Native American values. The Reading 
Teacher 50(7): 516—584. Details theme-based cur- 
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nology. In G. E. Newell and R. K. Durst (Eds.), 
Exploring texts: The role of discussion and writing 
in the teaching and learning of literature. Nor- 
wood, MA: Christopher-Gordon, 175-190. De- 
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Author-Reader-Inquirer Cycle 


Purpose 


|o 


Vacca, R. T., and T. V. Rasinski. 1992. Case studies in 
whole language. Fort Worth: Harcourt Brace Jo- 
vanovich. Describes how preschool and elementary 
teachers define their role within a Whole-Language 
framework. 


- Vogt, M. E. 1991. An observation guide for supervisors and 


administrators: Moving toward integrated reading/ 
language arts instruction. The Reading Teacher 45: 
206-211. Provides the guidelines and a model for 
supervisors and administrators to use when promot- 
ing and supporting districtwide change toward a 
more integrated approach to teaching. 

Walmsley, S. A. 1994. Children exploring their world: 
Theme teaching in elementary school. Portsmouth, 
NH: Heinemann. Explores a rationale for themes 
and various ideas for putting them. together. 

Weaver, C., J. Chaston, and S. Peterson. 1993. Theme ex- 
ploration: À voyage of discovery. Portsmouth, NH: 
Heinemann. Describes the personal journey and 
growth three teachers experienced when participat- 
ing in a thematic research project with first and 
fourth graders. 

Wepner, S. B. 1992. Technology and thematic units: A pri- 
mary example. The Reading Teacher 46: 260-263. 
Describes how software can be implemented 
within a thematic unit to enhance learning. A sam- 
ple “technological wel is included. 

Wharton-McDonald, R., M. Pressley, J. Rankin, J. Mis- 
tretta, L. Yokoi, and S. Ettenberger, 1997. Effective 
primary-grades literacy instruction = Balanced lit- 
eracy instruction. The Reading Teacher 50(6): 
518-521. Describes the classroom characteristics 
often reported by effective primary-level teachers. 

Woodman, M., P. Hershey, B. Stiles, M. Unanue, N. 
Storrs, and K. M. Pierce, 1994, Systems. The 
Reading Teacher 48(2): 164-171. Describes books 
that might be used in themes related to systems 
(e.g., solar system, ecosystems, etc.). 

Yokota, J. 1994. Books that represent more than one cul- 
ture. Language Arts 71: 212-219. Provides books 
that present comparisons and contrasts across mul- 
tiple cultures. 


The Author-Reader-Inquirer Cycle is an extension of the curriculum framework for creat- 
ing rich conditions for learning with literacy via the Author-Reader Cycle proposed in the 
Harste, Short, and Burke (1988) book. These notions are extended in the Short, Harste, and 
Burke (1996) book to embrace the notion that inquiry is a key element in literacy curricu- 
jum development. 
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Rationale 


The Author-Reader-Inquirer Cycle is a reading and learning curricular framework that is 
tied to the writing process. Harste, Short, and Burke (1988) use a complex notion of au- 
thorship as it relates to learning: 


Webster's Ninth New Collegiate Dictionary provides two definitions of author. The first def- 
inition is "the writer of a literary work (as a book),” but the second is more general—"one 
that originates or gives existence." Although the creation of written texts is certainly impor- 
tant, children have repeatedly shown us that authoring means much more. Authoring and lit- 
eracy involve "making" meanings through any of the available communication systems 
(language, art, drama, etc.) to achieve personal and social goals. . . . 

Current theories of cognition . . . have shown that learning is not simply a matter of 
transferring information from the outside world to some sort of in-head storehouse. Instead, 
learners must actively construct knowledge for themselves—a process that is affected by 
learners' current beliefs, hypotheses, interests, needs, and purposes. 

In the final analysis, our interest in reading and writing is also an interest in learning. 
(p. 5) 


Even the learning of science and mathematics is a part of authorship. The child devel- 
ops or authors his or her own understandings using systems of communication. The Author- 
Reader-Inquirer Cycle takes this learning process and makes it into the basis for school 
curriculum: 


As a curricular frame, the authoring cycle constituted an attempt to orchestrate the how and 
what of teaching. By organizing curriculum around a learning cycle, participants experi- 
ence, see demonstrated, and come to value how they might use literacy strategically to learn. 
From this perspective, authoring was a metaphor for learning, while learning is what literacy 
is all about. (p. 181) 


While the Author-Reader-Inquirer Cycle resembles, in terms of the activities it in- 
cludes, other literacy approaches (e.g., Whole-Language, Reading/Writing Workshop, theme- 
based curriculum), this approach can be defined by what Harste, Short, and Burke (1988) 
would call the “deep structure” of the process: 


Although [a particular teacher] handles science somewhat differently than [another teacher], 
the open and invitational nature of her curriculum is similar. [The teacher} understands that 
children do not need to engage in the same activity to have an equivalent experience, Rather 
than be concerned with the surface structure of lessons—whether the students are studying 
birds, animals, magnets, and so on—she is worried about the deep structure—whether the 
students are experiencing and coming to value the process of learning using the perspective 
of whatever discipline they are studying. (p. 188) 


The Author-Reader-Inquirer Cycle uses literacy as an approach to inquiry across the 
content areas, based on an understanding that all knowledge is available through and repre- 
sented by literacy: 

A visitor to [the teacher’s] room may well have difficulty knowing what phase of the au- 

thoring cycle children are in or when the reading and writing period has occurred. What 
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they see is children reading and writing as they actively explore a topic. The authoring 
cycle is not perceived as something endemic to language arts, but as a general learning 
cycle. Children begin with what they know (life experiences), talk, sketch, read, write, lis- 
ten, rethink, revise, edit, synthesize, and present. Although this is the authoring process, it 


is also the learning cycle. During the.course of a unit of study, this cycle is engaged inover 


and over again. (p. 190) 


While students’ products may differ widely from each other, the process they use to 
learn is similar. Figure 2.9, from Harste, Short, and Burke (1996, 263), shows the process 
through which the children go even while their particular subject matters differ greatly. 
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FIGURE2.9 The Authoring Cycle as a Curricular Framework for Inquiry 
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thoring : Finally, the authors cite several tenets on which the Author-Reader-Inquirer Cycle is 
"aming based: 
ite, lis- 1 

cess, it 

inover 


m It focuses on process, defining the language arts curriculum in terms of psycholin- 
guistic and sociolinguistic strategies, and suggests that the content of instruction be 
the strategies of successful language use and learning . . . 
m It views reading and writing as a disciplined creative activity that can be analyzed, de- | 
scribed, and taught by creating supportive contexts in which the strategies of suc- | 
use to | cessful language use and learning can be experienced, demonstrated, and valued . . . i 
Yocess m It emphasizes that reading and writing are ways of learning and developing as well 
tly. as communicating what has already been learned . . . 
m It identifies cognitive universals across all language users regardless of age and 
posits experience rather than developmental stage as the key variable in the evolu- 
tion of literacy .. . 
m It suggests that in terms of what the mind does, reading and writing share much in 
common... 
m It suggests that current approaches to the evaluation of a process curriculum have 
failed... 
m It suggests that literacy is relative, an open potential, dependent on context of 
situation... 
m Itis holistic, viewing reading and writing as multimodal events and one of several 
systems of knowing . . . 
It highlights the functional nature of literacy both psychologically and sociologi- 
cally... 
It teaches strategies whereby students can solve problems and learn how to learn 
using reading and writing as tools for learning . . . 
It stresses the inherently social nature of language and language learning . . . 
It stresses the principle that reading and writing teachers should be people who read 
and write with children to provide demonstrations of the strategies involved in suc- 
cessful written language use and learning. . . 
m Itsees learning as continuous and the function of curriculum as setting up the learn- 
ing cycle. It suggests that teaching children the strategies involved in how to learn 
are the real strategies of literacy . . . 
m [t sees the past and future of literacy and curriculum as potentials rather than prob- . 
lems . . . (Harste, Short, and Burke, 1996, 208-210) ‘ 


| 
| 


Rather than being an approach to learning literacy skills (particularly in isolation from 
| 


everything else children learn), the Author-Reader-Inquirer Cycle is an approach to learn- 
ing that employs literacy; at the same time that children use their literacies for learning, they 
arching 3 expand their literacy strategies. 

Jiry j In the 1996 book, the transition to inquiry represents a major shift in the focus of the 
1 cycle. It places inquiry in the center of all of the activities. As they state: 


j Curriculum as inquiry is not something that happens from one o'clock till three o'clock in 
E the afternoon in school. It is not a clever device for integrating the curriculum through 
i themes. Nor is it a skill we can teach by doing a unit on the experimental method in sci- 
ence. . . . Teaching reading as inquiry is different from teaching reading as comprehension. 
All of a sudden we are more interested in the tension different interpretations offer than we 
are in arriving at consensus as to what the story means. Writing as inquiry is more than 
teaching writing as a skill that is to be mastered. Inquiry is more than problem solving. 


zi 
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Problem solving suggests a right answer; inquiry suggests alternative answers as we un- 
pack the complexity of issues. Problems are not something to be avoided, but opportunities 
to inquire. The very act of teaching itself becomes a process of inquiry. Teachers and stu- 
dents are all inquirers. (p. 51) 


Intended Audience 


The Author-Readér-Inquirer Cycle can be used at all ages. The authors cite instances of het- 
erogeneous groups of children with a range of interests, backgrounds, and abilities finding 
challenge and satisfaction with this approach to learning. In fact, the authors tend to avoid 
grouping children by grade or reading level. 


Description of the Procedures 


The Author-Reader-Inquirer Cycle is characterized by three goals, around which all the 
procedures are built: 


From a language arts perspective, our first goal is to create a self-maintaining environment 
for authors and authorship by providing time, functional reading and writing activities, and 
opportunities for children to meet, learn from, and come to see themselves and their class- 
mates as authors, readers and inquirers. A second goal is to juxtapose reading and writing so 
that the sense of authorship students acquire in writing is a basis for taking ownership of 
reading and vice versa. A third goal is to litter the environment with print so that children are 
provided with numerous reading and writing invitations. (p. 117) 


Certainly, they have now extended their cycle to address inquiry. In terms of inquiry, 
they draw upon several essential views that lead to reorientation to their previous notions. 
First is the notion that the learner needs the opportunity or time to be curious or (as they 
stated, drawing upon Eve Merriam’s notions) students need time to wander and wonder. 
Second, they view that inquiry is tied more to problem-posing than problem-solving, 
wherein differences and tensions in findings or lack of unity and ongoing unsolved issues 
are the ongoing fuel and result of inquiry. Third, they stress the need to engage students in 
achieving multiple perspectives and even perspectives on their perspective-taking, as well 
as problem-solving. This may also entail having students consider what benefits are 
achieved by the inquiry and by whom. 

With these goals in mind, the authors suggest certain activities that would meet these 
goals and engage students in ongoing inquiry. 


1. Environment. Both the physical classroom and the classroom schedule need to xe- 
flect the centrality of the Author-Reader-Inquirer Cycle. Children need to have access to 
plenty of good reading materials on a variety of levels; therefore it is paramount to have a 
good classroom library. Likewise, children need to have access to many different kinds of 
writing supplies—including different kinds of paper, blank books, journals, and the like. Fi- 
nally, the class schedule should include regular Work Time—large blocks of time (whole 
mornings) on which children can depend, and during which children can work on their 
reading and writing. 
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2. Juxtaposition of Reading and Writing. The Author-Reader-Inquirer Cycle can be 
supported by numerous activities that build connections between reading and writing. 
Harste, Short, and Burke (1988) mention several, which appear in this book—Author’s 
Chair, Readers Theatre, Shared Book Experience, literature response activities, and so 
forth—as happening frequently in Author-Reader-Inquirer Cycle classrooms. Like the 
Reading-Writing workshop, the Author-Reader-Inquirer Cycle uses strategy lessons, tailor- 
made for students' current interests and concerns. Yet the Author-Reader-Inquirer Cycle is 
not limited to a particular set of activities, strategy lessons, or curriculum; to do so would 
be antithetical to the philosophy that undergirds this approach to literacy. 


3. Invitations. Provide opportunities and time to “wander and wonder.” “Litter the en- 
vironment with print"—the bases for many of the invitations to read in the Author-Reader- 
Inquirer Cycle-based classroom. Every center—cooking, science, math—can include 
invitations to read. Even very young children can assist with classroom procedures that re- 
quire reading. The classroom library is part of the invitation to read, as is Author's Chair— 
including the teacher's daily reading to children. As with reading, the writing invitations are 
numerous, and interconnected with reading: various kinds of journals, a classroom pub- 
lishing program, pen pals, a message board for use by everyone in the class, written con- 
versations, and theme studies across the curriculum. 


Oftentimes, the work in Author-Reader-Inquirer Cycle classrooms takes place in the 
form of units of study (see theme-based curriculum), which may be initiated from a collab- 
oration of the teacher or the students. Although different groups of children may explore 
different areas, they tend to use a similar process. For example, students might go through 
the following steps during several weeks of a particular exploration: 


1. Selecting area for exploration 


Look for problems or issues to inquire in conjunction with exploring students’ in- 
terests and curiosities in a particular area 

Look for various kinds of information sources including engaging in conversation 
and exploration using writing, talking, sketches, and the like 


2. Gaining perspectives: collaboration, investigation, and transmediation 


Use different lenses and points of view to explore the topic 
Look for other sources of information and different perspectives 
Make the questions and differences visible 


3. Attending to differences: tensions, revisions, and unity 


Look for tensions, unanswered questions, what is new, what is different 
Think of ways to think about ideas differently and to show patterns 

Get feedback on your ideas 

Revise central ideas if needed 


4. Sharing what was learned: transformation and presentation 


Share your central ideas with other classmates 
Get feedback d 
Begin planning your presentation using multimodal texts 
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5. Planning new inquiries: reflection and reflexivity 


Retrace the journey taken in the exploration ; i 
Consider what was new, surprising, useful, and so on | 
Consider the worth of what you have explored for yourself and others 
Consider what should be explored next and how 


As can be seen in Figure 2.10, all the subject matters can be taught through the 
Author-Reader-Inquirer Cycle. 

Coupled with unit-type studies the Author-Reader-Inquirer Cycle also includes a 
publishing program that emphasizes writing process as well as the use of other media. This 
publishing process helps children to make the connections between their own experiences 
and the experiences they have during unit study through developing their own texts. Í 

While the publishing process of course includes written and other forms of texts, the | 
authors cite instances of a writing process-type approach being used for the creation of 
other materials: 


In this [Author-Reader-Inquirer Cycle] classroom, the teachers and children also valued texts 
authored in other communication systems, as demonstrated by a group of children who ex- 
plored space and rockets. After looking at books and talking together, several of the children : 
began using their knowledge of rockets to make paper rockets. All but Aaron used the same | 
process of paper folding and gluing in their rocket constructions. While they all had used a i 
paper cylinder for the rocket body, Aaron had devised a different way to fold and attach fins 
to the rocket body than the other boys. When they met together to share their “rough draft” 
rockets, the other boys made fun of Aaron’s rocket, which looked different from theirs. Aaron, 
however, explained why and how he was making his rocket, and as he talked, the other boys 
realized that he had some good ideas. Following their Authors’ Circle on the rocket construc- 
tions, the other boys made modifications in their rockets. (Harste, Short, and Burke, 1988, 35) 
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As a way of judging the merits of the Author-Reader-Inquirer Cycle practices, Short, 
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E 
1 Harste, and Burke (1996) suggest asking the following kinds of questions: 


m Are we connecting to what students know and are interested in exploring? 
= Do all voices get heard? _ 
i m Have students been provided ample time to wander and wonder en route to finding 
i NE Ed 
ugh the i their inquiry questions To d 
m What new perspectives will be gained? 
m What new conversations will be started? 


beet j = How are the tensions being used to put everyone's explorations on edge and to fuel 
EnS further inquiry? 
m Have opportunities to share what is learned and explored been put into place? 

ixl; the : m Are learners supported in reflecting upon and planning their inquiries? 
ation of i m Have structures for continuing new conversations been planned so that thoughtful 

; new actions can be taken? 
ted texts : Cautions and Comments 
who ex- j 
children The Author-Reader-Inquirer Cycle combines strategies that are well known, e.g., Author's 
he same Chair, Shared Book Experience, Reading-Writing Workshop, and so forth, but it does so in 
d used a a way that places emphasis on the use of literacy for learning, illustrating the point that 
ach fins i Gadamer (1976) makes about understanding: 
h draft" j 
. Aaron, : The understanding of a text has not begun at all as long as the text remains mute. But a text 
aer boys H can begin to speak. . .. When it does begin to speak, however, it does not simply speak its 
onstruc- A word, always the same, in lifeless rigidity, but gives ever new answers to the person who 
988, 35) ; questions it and poses ever new questions to him who answers it. To understand a text is to 


come to understand oneself in a kind of dialogue. This contention is confirmed by the fact 
that the concrete dealing with a text yields understanding only when what is said in the text 
begins to find expression in the interpreter's own language. Interpretation belongs to the es- 
sential unity of understanding. One must take up into himself what is said to him in such 
fashion that it speaks and finds an answer in the words of his own language. (p. 57) 


The Author-Reader-Inquirer Cycle ultimately helps children to be able to use and un- 
derstand the texts to pose and explore problems through the dialogue made possible with 
the publishing process. 

As stated above, the Author-Reader-Inquirer Cycle might incorporate other reading 
strategies mentioned in this unit (Whole-Language, Theme-Based Units, Reading-Writing 
Workshop) and in other units (e.g., Sketch to Stretch). In fact, many of the teachers men- 
tioned in Harste, Short, and Burke (1988) and the second edition (Short, Harste, and Burke, 
1996) began using these other strategies but then expanded to Author-Reader-Inquirer 
Cycle work as they began to approach other subject matters using literacy techniques. The 
major difference, then, between the Author-Reader-Inquirer Cycle and other strategies is 
that the emphasis in the Author-Reader-Inquirer Cycle is on literacy as a means for finding 
points of engagement and inquiry between the self and the world. 

Of concern to those implementing the Author-Reader-Inquirer Cycle is the role of 
the teacher. Because this framework is complex, the teacher roles become numerous and 


86 


UNIT 2 


challenging, including: (1) developing a curriculum that stems from the interests of the 
children and areas for inquiry, (2) being an effective diagnostician, (3) responding to the 
individual needs of the children, (4) being able to respond to children's diverse responses 
to the material, and (5) helping establish and guide inquiry. 

As with other related strategies and frameworks, this framework may appear daunt- 
ing to the novice. Teachers may wish to implement the Author-Reader-Inquirer Cycle in 
one part of their classroom (reading and writing are an obvious place to start) using the ma- 
terials and methods for which there are many excellent resources (see the bibliographies in 
this unit under Theme-Based Units, Whole-Language, and Reading-Writing Workshop). As 
teachers become comfortable with these methods, they can expand into other subject mat- 
ters as well. 

Perhaps the area that will need a great deal of support is in helping teachers develop 
an understanding of the inquiry process. As Short, Harste, and Burke (1996) note, most 
teaching is driven by content rather than inquiry. Teachers may need to explore how to en- 
gage students in inquiry including the steps that are involved and the attributes of an in- 
quiring mind to which students might aspire and be guided. 

It may well be difficult, as well with the Author-Reader-Inquirer Cycle, to ensure that 
students are provided with the range of opportunities for reading and writing across genres, 
for example, offered by more structured approaches. 

One of the main strengths of the approach is that it goes beyond a statement of beliefs 
to a discussion of an actual practice without being overly prescriptive. Because this ap- 
proach is so student-centered in philosophy, it is an ideal one to support a culturally diverse 
classroom. Children can be invited to read multicultural children's literature, to write about 
their own experiences, and to study cultures that are different from their own. 

Computer technology is particularly well suited to the Author-Reader-Inquirer Cycle. 
Harste, Short, and Burke (1988) mention the advantages of having a computer in the class- 
room for the publication process. Yet the possibilities for computers extend far beyond sim- 
ple word processing capabilities. The multimedia and Internet possibilities of the computer 
are congruent with the interconnected processes of reading and writing around inquiry that 
comprise the Author-Reader-Inquirer Cycle. As computers become more prevalent in class- 
rooms, teachers may want to invite children to explore applications that afford opportuni- 
ties for researching and “wandering and wondering,” and which combine image, sound, and 
print in innovative ways to create complex documents that can be read in different ways by 
different readers. 

The Author-Reader-Inquirer Cycle uses many strategies that are familiar to teachers 
who run student-centered classrooms and who place a great deal of emphasis on literacy. 
The main difference between the Author-Reader-Inquirer Cycle and other approaches lies 
in the ideas that govern the implementation of the strategies: The Author-Reader-Inquirer 
Cycle is based on the use of literacy for inquiry—literacy as a means to pose and explore 
problems. Teachers who wish to implement the Author-Reader-Inquirer Cycle are 
encouraged to read Short, Harste, and Burke (1996) for the ideas on which the Author- 
Reader-Inquirer Cycle are based. The Author-Reader-Inquirer Cycle evolved in conjunc- 
tion with engagements by the authors in schools in Arizona and Indiana, where it has been 
used as the cornerstone of curriculum development efforts in selected schools with sig- 
nificant success. 
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Reading-Writing Workshop 


Purpose 


Purves, A. C., L. Papa, and S. Jordan (Eds.). 1994. Ency- 
clopedia of English Studies and Language Arts. 
New York: National Council of Teachers of En- 
glish. This encyclopedia has more than 800 anno- 
tated entries and topics that succinctly address this 
topic and related areas. 

Purves, A. C., T. Rogers, and A. O. Soter. 1990. How por- 
cupines make love II: Teaching a response-centered 
literature curriculum. New York: Longman. Re- 
sponse to literature activities might be adapted to 
the Author-Reader-Inquirer Cycle approach. 

Short, K., J. Harste, and C. Burke. 1996. Creating class- 
rooms for authors and inquirers. Portsmouth, NH: 
Heinemann. In this edition there is a major shift to 
inquiry as being at the heart of curriculum and the 
guiding force in the cycle previously defined as 
Author-Reader Cycle. 

Tierney, R. J., L. Stowell, L. Desai, and R. Keiffer. 1993. 
New possibilities for literature teaching and tech- 
nology. In G. E. Newell and R. K. Durst (Eds.), Ex- 
ploring texts: The role of discussion and writing in 
the teaching and learning of literature. Discusses a 
multimedia approach to a social studies-type unit. 


The Reading-Writing Workshop represents a comprehensive approach to reading and writ- 
ing that attempts to engage students in meaningful literacy activities and to develop strate- 
gic approaches to reading and writing. The workshop approach draws from numerous 
sources and is compatible with other literacy approaches (e.g., Whole-Language, Author- 
Reader-Inquirer Cycle, and so forth). It has been formalized into an approach by Nancie 
Atwell through her work as a teacher of young adolescents and through her research. 


Rationale 


As Atwell (1987, 1998) points out, teachers have implicitly communicated to students cer- 
tain ideas that actually impede reading, including: 


Reading is difficult, serious business. 

Reading is a performance for an audience of one: the teacher. 

“Errors” in comprehension or interpretation will not be tolerated. 

Student readers aren’t smart or trustworthy enough to choose their own texts. 
Readers break whole texts into separate pieces to be read and dissected one fragment 


at a time. 
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m Re-reading a book is . . . cheating; so are skimming, skipping, and looking ahead. 

m There's another kind of reading, a fun, satisfying kind you can do on your free time 
or outside of school. 

m Youcan fail English yet still succeed at and love this other kind of reading. (Atwell, 
152-153) 


Yet good adult readers do not always finish every book they start, look up every word they 
don't understand, read only "great" literature, read without errors, or read according to the 
many expectations we have of children in reading classes. If we want children to become 
lifelong readers, we need to approach reading from an authentic perspective. 

Likewise, traditional school practices with writing do not reflect the writing process 
that real writers use. As Atwell points out, for example, most writers write numerous drafts 
in the course of producing a finished work (she cites Hemingway's 39 drafts of the ending 
for A Farewell to Arms). Writers also write about matters that are fundamentally interesting 
to themselves. Finally, the traditional response to children's writing—correction after the 
writing has finished—does not help children become better writers. 

Atwell further suggests that good readers use many of the same strategies that writers 
use: 


Writing and Reading as Process 


Writers and readers REHEARSE, planning and predicting: 


What will I write? 

What will it be like? 

How will it be shaped by my prior experiences as a writer? 
What will I read? 

What will it be like? 

How will it be shaped by my prior experiences as a reader? 


Writers and readers DRAFT, discovering meaning: 


m Where will these words I am writing take me? 

m What surprises, disappointments, problems, questions,and insights will I encounter along the 
way? 

m Where will these words I am reading take me? 


Writers and readers REVISE, reseeing and reseeking meaning: 


m Is this what I expected, what I hoped for? 

m What do I think of the words on the page? 

m What new thoughts do I think because of the words on the page? 

m What makes sense? What needs to be changed so sense can be made? 


(Atwell, 155) 


The Reading-Writing Workshop, then, supports students as they acquire the same kinds of 
reading and writing habits that good adult readers and writers have: thé ability to choose 
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books to read and topics to write about, numerous strategies used in the context of reading 
and writing, ways of talking about the books they are reading and pieces they are writing, 
and, most important, a personal identity as a reader and writer. 


Intended Audience 


The Reading-Writing Workshop was developed originally for adolescents, but can be ex- 
tended to children in the lower grades (see Cautions and Comments for information about 
using the Writing Workshop component with children in the primary grades). This ap- 
proach to reading and writing has been successfully used with at-risk and learning-disabled 
children, as well as deaf students. An advantage of using the Reading-Writing Workshop 
component is that children are not limited to mainstream literature or topics. They can have 
opportunities to explore multicultural literature and their own experiences in writing; these 
opportunities may be especially helpful for children of diverse ethnic origins. 


Description of the Procedures 


There are two main ideas behind the Reading-Writing Workshop approach. First is that stu- 
dents own their own reading and writing, Students are in charge of choosing their own books 
to read, subject to the guidelines mentioned below, and their own subjects on which to write. 
Secondly, the role of the teacher is as expert reader-writer and guide rather than judge. The 
teacher actually reads for his or her own purposes along with the students and shares his or 
her reading experiences with the students. He or she writes with the students, as well, and 
shares that writing. Along with its guiding principles of student ownership of reading and 
teacher as mentor, the Reading-Writing Workshop procedure has four elements: 


1. Time to read and write 

2. Forums for response 

3. Conferences with the teacher 
4. Mini-lessons 


1. Time to Read and Write. Various sources indicate that students in the intermediate 
grades read independently for only 15 minutes of their day. If students are going to become 
lifelong readers, they need to have the time to do it. In providing stretches of time during the 
school day for independent reading, the school gives the message to students that reading is 
important and worthwhile. Likewise, as Atwell points out, students do not take on the 
writer’s identity based on writing a “complete” piece once a week in class. Young writers 
need two to three hours a week of writing time. 

The bulk of Reading-Writing Workshop time is spent reading and/or writing. Be- 
cause of the Maine state curriculum, Atwell’s students have both reading and writing work- 
shops at different times of the day. Some teachers might plan two days per week of Reading 
Workshop and three days per week of Writing Workshop. Morris (1991) gave his at-risk 
students choices: They could read or write, as long as they were doing one or the other of 
those activities. 
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i Nancie Atwell provides some rules for the Reading Workshop aspect that help stu- 
dents to use this time constructively: 


Rules for Using Reading Workshop Time 

1. Students must read for the entire period 

2. They cannot do homework or read any material for another course. Reading workshop is 
not a study hall. 

3. They must read a book (no magazines or newspapers where text competes with pictures), 
preferably one that tells a story (e.g., novels, histories, and biographies rather than books 
of lists or facts where readers can’t sustain attention, build up speed and fluency, or grow 

! to love good stories). 
4. They must have a book in their possession when the bell rings; this is the main responsi- 
bility involved in coming prepared to this class. (Students who need help finding a book 

i or who finish a book during the workshop are obvious exceptions.) 

. They may not talk to or disturb others. 

. They may sit or recline wherever they'd like as long as feet don't go up on furniture and 

rule #5 is maintained . . . 

7. There are no lavatory or water fountain sign-outs to disturb me or other readers. In an 
emergency, they may simply slip out and slip back in again as quietly as possible. 

8. A student who's absent can make up time and receive points by reading at home, during 
study hall (with a note from a parent or study hall teacher), or after school. (Atwell, 
159-160) 


nun 


Likewise, Atwell has guidelines for the Writing Workshop time: 


This year, we're going to have a writers’ workshop every day. Every day all of you will be 
working in some way on your writing. And in this writers’ workshop, we're going to have 
certain rules. 

| First, there's no erasing. Save that record of your thinking and how it's changed. m 
interested in how writers think and change their minds; when you change your mind, simply 
draw a line through. 

Next, write on one side of the paper only. Writers often cut and paste—cut their writ- 
ing apart and reorganize the pieces. That's hard to do when there's writing on the other side 
of the page. 

The next rule is, save everything. You're creating a history of yourself as a writer this 
year, and what you decide against is as much a part of your writing as what you decide to 
keep. So hold on to all those false starts and ideas that don't work out and notes and doodles 
and preliminary drafts. 

You should also date and label everything. By label I mean mark it DRAFT #1, 
DRAFT 42, and so on. Or NOTES, which is how I'd label the ideas for stories you just jot- 
ted down. 

The next rule is, speak in quiet voices only. Beyond all else, writing is thinking. It's 
hard to think as a writer thinks when your thoughts are interrupted. During writing time Pll 
always speak softly and expect you to do the same. If you'd like to read your writing to a 
friend, there are places to go to quietly confer. All your writing conferences with each other 
will take place in the four conference corners. 

And the final rule of writing workshop is, work really hard. (Atwell, 83-84) 


Reading and Writing workshops provide time for students to read and write. They feature 
guidelines for students’ behaviors that help all members of the classroom to respect the 
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reading and writing that are taking place and to keep reading and writing central to the ac- 
tivities in the classroom. 


2. Forums for Response. Along with time to read and write, students also need to have 
several ways to be able to respond to their reading and writing—with the teacher and with 
each other. Adult readers often talk to each other about books; response is an authentic read- 
ing activity. Further, a student's enthusiastic response about a book may encourage other 
students to read that book next. Writers also need opportunities for response to their work. 
As Atwell points out, the teacher should be responding to writers during the process of writ- 
ing and not after the student feels the project is finished—even if students do read “after the 
fact" responses from the teacher, the suggestions might not transfer to the student's next 
writing project. Peer responses can be helpful for writers as well; students need to have an 
audience for their writing that is larger than the teacher. 

Responses can take verbal or written form. Verbal forms include literature response 
groups, peer conferencing, group sharing of writing, conferencing with the teacher (see 
below), and the kind of discussion that takes place in the mini-lessons (see below). Atwell dis- 
cusses the importance of listening to students, particularly when responding to students' writ- 
ing. Part of this listening involves recognizing the student's interest in working further on a 
piece and the directions in which the student wants to take the piece. Atwell also typically asks 
questions to find out how the students are thinking (instead of offering suggestions for how to 
solve problems; for example, she asks the student to list some of the options he or she might 
use—and then she adds a possibility to that list based on her own experiences). She cautions 
teachers to avoid responding like teachers (quizzing students, focusing on details of the read- 
ing and writing) and to try to respond to students as readers, writers, and mentors. 

Atwell recommends using the Dialogue Journal (see Dialogue Journals, Unit 9) be- 
tween teacher and student. Response journals allow the teacher individual contact on a reg- 
ular basis. Students can also be encouraged to write notes to each other about their reading. 
Students might make their responses outside of class, or the last few minutes of class might 
be reserved for making responses to reading. 


3. Conference with the Teacher. The main form of evaluation for the Reading-Writing 
Workshop focuses on conferences with the teacher, which can occur periodically during the 
school year. Reading and writing conferences provide students with chances to review their 
progress toward old goals and to set new ones. 

Atwell discusses four kinds of writing workshop conferences. The status of the class 
conference occurs at the beginning of every writing workshop, in which students indicate 
to Atwell exactly what they plan to work on during that session. They may set deadlines and 
goals for themselves during this three-minute whole-class conference. This conference 
helps Atwell to keep track of what each individual student is working on and it helps her to 
help students follow through with their goals. 

The second type of conference, the topic conference, helps students to come up with 
ideas for writing. Atwell uses open-ended questioning (e.g., “Tell me about ” or “What 
kinds of writing would you like to try?") to help students come up with topics for writing: 


In this [topic conference] . . . my job isn’t to tell [the writer] what he should write but to help 
him find out what he knows, show him I’m interested in what he Knows, and then give it back 
to him from my perspective. (p. 101) 


UNIT 2 


The third type of conference focuses on students’ writing drafts. Atwell offers guide- 
lines for these conferences, which occur throughout the writing period: 


1. Keep conferences short, just a quick minute or two. . . . It’s important to remember that 
you're not asking to hear every word every student writes; if you do, you’re taking con- 
trol and making each of those pieces of writing your responsibility . . . 

2. See as many writers as possible. If you can't get to everyone on a given day, make a note 
on the status-of-the-class chart of who you didn't get a chance to check in with and see 
them first in the next workshop. 

3. Go to your students so you can control the length of the conference and see many 
writers ... 

4. Make eye contact with the writer. This means kneeling or sitting alongside their desks as 
you talk and listen . . . 

5. Don't tell writers what should be in their writing, or, worse, write on their pieces. Re- 
member the centrality of ownership to students’ growth as writers. The piece of writing 
belongs to the writer. 

6. Build on what writers know and have done, rather than bemoaning what's not on the page 
or what's wrong with what is there. Remember that in general students do the best they 
can. As you help them move forward, their best will get better. 

7. Resist making judgments about the writing . . . Avoid generalized or contrived praise, 
too. . . . Instead, praise by becoming involved in the writing, by paying and calling atten- 
tion to what students know. And praise by describing the effects specific techniques have 
on you as reader/listener . . . 

8. In questioning students, ask about something you're curious about as an inquisitive 
human being. ... What would you like to know more about? What didn't you under- 
stand? Then focus on just these one or two issues, taking care not to overwhelm the 
writer. (pp. 94-95) 


A fourth type of conference is the evaluative conference, which takes place in both 
reading and writing workshops. This conference consists of a meeting between teacher and 
student in which the teacher interviews the student and his or her reading and/or writing, 
they discuss the student's previous goals, and they come to agreement on new goals for the 
next grading period (see unit on assessment). 


4. Mini-lessons. While mini-lessons are brief in length, they are an important contribu- 
tion to the success of the Reading Workshop. Mini-lessons can include a variety of activi- 
ties, from readings of poetry and literature, through short discussions of an author the 
students may be interested in, to the presentation of reading strategies that will benefit stu- 
dents. The key to mini-lessons is that they be relevant to the students' actual reading or writ- 
ing. The teacher makes choices about which mini-lessons to present based on students' 
dialogue journals, informal and formal conferencing, and his or her own revelations about 
reading and writing. 

While reading and writing mini-lessons may differ in terms of their subject matter, 
their format is essentially the same. It is important to choose a topic that can be addressed 
in a relatively short period of time. Larger topics can be broken up into mini-lessons that 
can be used successively. 

One important kind of mini-lesson is one that helps students to build strategies. The fol- 
lowing is an example of a reading lesson that gives students choices about reading strategies. 
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Prediction and Self-Questioning Strategies Mini-Lesson 


In conjunction with a teacher's recognizing that a subset of her students do not engage as actively as 
they might in reading selections, especially content area material, the teacher decides to pull to- 
gether the students and focus upon helping them make predictions and ask their own questions. To 
this end, the teacher presents a book that is new to the classroom. She shows the children the cover 
and asks: 


What do you think this is about? 
How can you tell what it might be about? 


She then discusses with them the need to be actively involved in using clues as a basis for 
making predictions and asking themselves questions. Students discuss the types of clues that help 
them formulate their own questions and afford them predictions. They brainstorm a list of clues they 
might use: 


Think about what you want to learn 
Check the title, illustrations, headings, etc., as a way of suggesting questions or narrowing 
possibilities 


She then brainstorms other things that help them decide upon their questions and to figure out 
what the book might offer. . 

As an extension she gets the children involved with coming up with examples of when they 
might use that strategy, perhaps by doing what-ifs: What if the cover was missing? What if you 
didn't know the name of the author? What if the book was not in English? 

She then directs them to apply the strategies to their own reading and emphasizes that it's 
okay if the predictions don't turn out to be true. The point of making predictions is not to outguess 
the author but to have a starting point for reading the book. This mini-lesson could be done at least 
twice, once with a book that is fairly predictable and once with a surprising book—so that children 
can savor the surprise but still practice prediction. After reading she has the students reflect upon 
what they read and also talk about questions and predictions that they pursued. 

Skolnick (1989) has an example of a writing mini-lesson: 


Mini-lessons are a natural time for teachers and children to explore the craft of the 
writer. . . . To help her second graders understand that authors choose words carefully as they 
write, during a mini-lesson Jane Fraser told the class: “Earlier this morning, as we shared Lil- 
ian Moore's PH Meet You at the Cucumbers, I noticed that Moore used special language. Re- 
member the way she described the truck coming down the road? 'At first he thought two small 
stars had tumbled out of the sky. Then he realized that what he saw were two headlights. The 
farmer’s truck was coming down the road, home from the city.’ I love the way she said that: 
‘two small stars had tumbled out of the sky.’ Those words give me a crystal-clear image. 
Moore didn’t say, “He could see the lights on the truck’ or just, ‘He saw the truck coming 
down the road.’ The language she chose has a special sound. As you write today, think about 
the words you choose. What picture do you want to give the reader? What special language 
will you try in your story today?” (p. 55) 


In both of these mini-lessons, the children are invited to participate—in the first via discus- 
sion and in the second via writing. The second mini-lesson in particular exemplifies the community 
of readers and writers that characterizes the Reading-Writing Workshop classroom: The teacher 
talks about her response to a book—as a reader, and not as a teacher. She is able to articulate what 
in particular she likes about the writing and she offers alternatives that the writer could have chosen. 
Finally, she issues a single challenge—what special language will you try in your story today? 
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Cautions and Comments 


Nancie Atwell (1987, 1998) cites numerous instances in which students have begun read- 
ing in the Reading Workshop because that was the expectation and ended up reading be- 
cause they enjoyed it. Additionally, Oberlin and Shugarman (1989) have found that the 
Reading Workshop approach benefits learning-disabled readers— specifically contributing 
to a positive change in their attitudes toward reading. 

Since Atwell's much-cited book, others have made suggestions about ways to imple- 
ment the Reading Workshop. Reutzel and Cooter (1991) suggest that mini-lessons not only 
benefit the students, but they are a way that teachers can satisfy school and district curricu- 
lum demands while providing students with choice and support in authentic reading situa- 
tions. The authors suggest selecting curriculum material for presentation in the form of 
mini-lessons as the material applies to readers' needs. Spencer (1991) provides an account 
of an elective Reading Workshop class set up for ninth graders. Students responded favor- 
ably to this class as an elective, and she suggests expanding the possibility to the higher 
grades as well. With some trepidation, Morris (1991) began to implement Reading and 
Writing Workshop into his class of at-risk high school students and found that the students 
responded—not dramatically, but there was a discernable positive response. Nower (1991) 
has implemented the writing workshop approach with deaf students, and Harris-Martine 
(1991) uses it in her classroom in an inner-city school. This approach supports the wide 
range of students that might be found in a culturally diverse classroom. 

McAuliffe (1993) and others have pointed out children’s tendencies to write strongly 
gendered work. In fact, boys and girls often have a hard time relating to and even under- 
standing each other’s stories. In her study of second graders, McAuliffe found that through 
peer feedback available in writers’ workshops, children began to change their writing so 
that more of their classmates could engage with it. Writing workshop, then, offers children 
a chance to move beyond some of the narrow confines of socialization. 

Other authors have challenged some of Atwell’s ideas. While Ash (1990) acknowl- 
edges the importance of student ownership of reading, she also makes a case for an occa- 
sional class-read text. She found, through having her students read a James Thurber story, that 
her students were not engaging with the material because they weren’t hearing the voices in 
the text. This class reading became the basis for working on an important reading strategy. 
Abrahamson and Carter (1991), finally, suggest that Atwell privileges fiction/narrative at the 
expense of great nonfiction. They suggest that despite Atwell’s third rule (see above), stu- 
dents may find nonfiction books that don’t fall into her categories to be absorbing. 
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basal for spelling workshop. The Reading Teacher 
47: 106-113. For teachers who are not ready to or 
cannot give up the spelling basal, here is an ap- 
proach that integrates it into a workshop. 

Reutzel, D. R., and R. B. Cooter, Jr. 1991. Organizing for 
effective instruction: The reading workshop. The 
Reading Teacher 44: 548—554. Describes several 
strategies for organizing reading workshops. 

Rucinski, C. A., and G. E. Garcia. 1996. Teachers' con- 
cerns about curriculum change: Adapting to the 
"Reading Workshop." In C. K. Kinzer and D. J. 
Leu (Eds.), Multidimensional aspects of literacy 
research, theory, and practice. Chicago, IL: Na- 
tional Reading Conference, 537—542. Explores is- 
sues of teacher change in the context of exploring 
Reading Workshop. 

Skolnick, D. 1989. When literature and writing meet. In 
N. Atwell (Ed.), Workshop I by and for teachers: 
Writing and literature. Describes several literary 
mini-lessons that connect reading and writing. 

Spencer, P. S. 1991. Recovering innocence: Growing up 
reading. English Journal 80: 65-69. At the behest 
of a student, Spencer developed an optional reading 
workshop that became popular with the students. 

Taylor, M. M. 2000. Nancie Atwell's “In the Middle" and 
the ongoing transformation of the writing work- 
shop. English Journal 90(1): 46-52. Explores 
Atwell’s writing workshop approach and its trans- 
formative qualities for writing. 


Book Club began as an attempt to engage students more fully in conversations about books. 
Jn pursuing this goal, Book Club has expanded and become a framework to guide teachers 
“as researchers” in developing reading and writing instructional activities to ensure that stu- 
dents can be as fully engaged as possible in literacy activities. 


Rationale 


Book Club’s genesis and continued development are tied to the efforts by Susan McMahon 
and Taffy Raphael (now largely Taffy Raphael and her colleagues) to explore the possibilities 
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that emerge from changing views of literacy learning. They have been guided by a commit- 
ment to ongoing teacher research as well as certain key theoretical and pedagogical assump- 
tions largely emanating from a combination of a sociocultural perspective and reader response 
theory that emphasize the active and social nature of learning as well as the central role of lan- 
guage in the process of literacy learning. In recent years it has been renamed Book Club Plus 
to differentiate the approach from any actual book club and to highlight the instructed com- 
ponents extending from it. 

The Book Club Plus program involves the ongoing development and refinement of 
instruction that teachers and others might create to ensure that students have the support and 
contexts necessary for acquiring and developing literacy abilities and strategies (i.e., read- 
ing, writing, and oral language) to be successful. It is designed as an alternative to literacy 
instruction based upon asking the question: What are the implications of a sociocultural 
perspective for literature-based reading instruction? 

As they state: 


As we considered how a sociocultural perspective contributed to the design of the Book 
Club program, we identified four key principles. First, language develops thinking and 
learners construct meanings—which are eventually internalized—in their interactions 
with others. Second, learning is best facilitated as more knowledgeable others guide the 
learner with appropriate tasks. Third, individuals construct a sense of self as they partici- 
pate in social contexts; this identity includes their own and others' roles in the group. 
Fourth, individuals construct meanings for language within their experiences and develop 
speech genres particular to given social contexts. The research exploring reader response 
provided the basis for three additional principles. First, we believed readers interact with 
texts within a social context and that meaning results from this transaction. Second, read- 
ers respond to text in multiple ways, so a reading program should promote variations in 
the kinds and ways students represent their responses. Third, since response varies de- 
pending on readers’ stances and points of progression through a text, a student should have 
opportunity to respond throughout the reading process. (McMahon and Raphael, 1997, 
p. 18) 


Therefore, key assumptions and principles undergirding their development of Book 
Club Plus include: 


= The foundational nature of oral and written language development to any kind of lit- 
eracy development. 

m The key role that authentic reading materials can play and the importance of authen- 
tic oral and written activities connected to such reading experiences. 

m The active nature of meaning making—tied to the view of the reader and writer as 
constructing meanings. 

= The importance of social interaction in defining the nature of reading and writing. In 
turn, the importance of others and the classroom community in developing successful 
learning. 

= The important role a teacher has in developing and supporting contexts for learning 
as well as providing guidance and scaffolding. 
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Intended Audience 


Book Club Plus can be developed to meet the needs of students of all ages, including stu- 
dents with special needs. 


Description of the Procedures 


The Book Club is at the heart of the Book Club Plus Program, but the program extends be- 
yond Book Club per se to include what they describe as four "contexts" for instruction and 
participation in language and literacy. They are: 


1. Community share 

2. Book Club discussion groups 
3. Reading 

4. Writing 


I. Community Share. Community share is the time when whole class activities occur. 
These activities are seen as the place where classroom community building activities occur 
and where various groups' activities may stem or merge. Community share time is seen as 
“a complex and critical component . . . providing a public and social forum within which 
students hear and use the language of literacy and literary discussion . . . It is the context in 
which the individual students and their independent book clubs come together to form a dis- 
course community with shared knowledge (Raphael and Goatley, 1996, 46). During this 
time the teacher may afford students opportunities to share what has evolved in group dis- 
cussions or in conjunction with other activities. 

Prior to Book Club, it may serve as an opportunity for the teacher to introduce and 
model a host of strategies including conversational strategies, raise issues that the teacher 
wants students to consider, as well as model reading and writing strategies that the teacher 
is trying to foster for all the students. Or, it may serve to introduce the students to literacy 
conventions as well as vocabulary. 


Book Club Discussion Groups 


Reading -««— ——»- Writing -«&————»- Community Share 


Instruction 


Components of Book Club 
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After Book Club, it may serve as a time to follow up on issues (such as debate or 
extend conversation around an issue presented or make connections to other books) or to re- 
examine the nature and quality of discussion for purposes of improving students' engage- 
ments in future Book Club discussions. The teacher plays three roles: participant, 
facilitator, and scaffolder. Sometimes the teacher will take a back seat to the students’ re- 
sponding; at other times, the teacher will read aloud, direct, or introduce via explanation 
key concepts. These community share times may occur prior to a unit or day’s activities or 
at various times when the teacher considers that a meeting of the class community would be 
worthwhile. At other times, the teacher may use these times to discuss connections across 
several units. 


2. Book Club Plus Discussion Groups. The Book Club Plus discussion groups are 
carefully planned discussions by small groups around a book or books. In planning the 
Book Club discussions the teacher considers a range of possible grouping versus defaulting 
to ability grouping. Raphael and McMahon (1994) stress that Book Clubs are not intended 
to perpetuate the norms of most class discussions, which emphasize turntaking and indi- 
viduality to the detriment of authentic conversation as among people interested in books. In 
their view authentic conversations are less competitive and more supportive. To illustrate, 
they offer numerous examples of conversations which seem procedural rather than authen- 
tic. In addition, they show how students will move from appreciating what each other con- 
tributes (especially to learning) rather than whose work is best. Here is one example: 


When Eva saw the similarity between Joshua’s reading log and her own, she called him a 
copy cat despite the fact that they were responding to the same prompt. Eva and her peers did 
not realize that the activity had been designed to help them explore ideas central to the story 
and apply their own background knowledge, experiences, and strategies as they constructed 
their understanding of the story. One of our goals was to help students learn the differences 
between their preconceptions about book discussion and authentic discussion that arises 
when students are engaged with their texts. (Raphael and McMahon, 1994, 105) 


They also stress the importance of students’ engagements in the ideas of the text and 
ways that they might prepare students for book clubs with reading and writing support to 
ensure their engagement. In support of the Book Club Plus discussions, Raphael and her 
colleagues stress the development of reading strategies in concert with, and often in prepa- 
ration for, the discussions. These might include teacher modeling as well as workshops on 
comprehension or word recognition, including vocabulary. They also stress writing activ- 
ities as a means of engaging students in pulling together ideas within and across texts. 
Over time, students develop control over and their own ways of preparing for Book Club 
discussions. 

Book Club Plus stresses that the material students read needs to be carefully selected 
by teachers as they consider what will spark student interest and what is instructionally vi- 
able as well as other factors. Book Club is committed to including trade books and various 
periodicals, but the final selection and the subsequent procurement of multiple copies fol- 
lows lengthy deliberations of the range of material, the quality of the material, the curricu- 
lum goals and possibilities (both skills and themes), teacher and student interest, and issues 
of representation of diversity. The authors note that commitment fo trade books was facili- 
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tated by their willingness to ensure (to school district personnel) that skills and strategies 
could be taught through these materials. 


3. Reading. Reading opportunities involve a mix of sustained reading opportunities (at 
least 15 minutes per day or the equivalent across the week) as well as other more focused 
reading opportunities. In some classrooms the teacher might afford the students a sustained 
reading opportunity daily; in other classrooms the teacher might do once per week and then 
use the other four days for skill and strategy development. In addition, students are afforded 
a variety of opportunities (reading with peers, reading aloud by teachers) to ensure that they 
are afforded a range of texts written in different styles/genres. Emphasis is also given to 
reading strategy development as well as a focus upon the students' engagement with char- 
acters, events, and themes. Across these various reading experiences a range of supporting 
activities are enlisted, including webs and logs as well as other forms of writing experiences 
that might accompany reading. 


4. Writing. Writing activities are seen as essential for ensuring personal responses as 
well as ways to contextualize strategies while extending thinking including analysis and 
synthesis of texts. To these ends, proponents of Book Club Plus expect students to be en- 
gaged in a host of daily writing activities that might support the reading directly. Such 
would include reading logs and think sheets that students complete in response to reading. 
In addition, extended writing (including planning, revision, and publishing) are seen as 
ways to engage in more extended meaning making. Furthermore, such opportunities are 
seen as invaluable in helping teachers achieve a window into student thinking, interests, and 
strategy development. 


Cautions and Comments 


Since its inception, Book Club or Book Club Plus has been seen as an approach that offers 
students integrated learning opportunities emanating from their engagements with litera- 
ture. The elements are viewed by many literacy educators as key for a balanced and inte- 
grated literacy program (Duffy and Hoffman, 2002; International Reading Association, 
2002). Numerous explorations of its use have been made and discussed by Raphael and her 
colleagues, and there is a website (www.planetbookclub.com) that offers accounts of its 
use, discussion of its effectiveness in various settings, and guidance on how it might be 
used. Its use in schools seems to be burgeoning. 

The various educators who have been engaged in the collaborative development of 
Book Club Plus have also engaged in an examination of Book Club upon students' engage- 
ment in reading and writing, as well as more traditional measures of performance. Most of 
their analyses have focused on the meaningfulness of the discussions themselves, including 
the impact of the various ways groups have been constituted and supported. As you might 
expect, the collaborative team has been interested in using this information to refine their 
thinking and spur further explorations. While they have garnered support for organizing di- 
verse groups, they have also pursued other issues. Tt is important to remember that an es- 
sential goal of Book Club Plus is tied to the rationale that we want students to be literate and 
this entails being able to be engaged in the kind of literate behaviors espoused by Book 
Club Plus. t 
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The dynamic nature of Book Club Plus should be stressed. Book Club Plus is a pro- 
gram which does not overly prescribe a certain regimen. If one were to identify a regimen, 
it would entail the practice of ongoing collaborative research and development among 
teachers. Certainly Book Club Plus offers a framework, but the framework is defined 
broadly and flexibly rather than narrowly and rigidly. 

Nonetheless, there are some features that distinguish Book Club Plus. We would posit 
that they include: the notion of engaging students in discussion as a goal of literacy rather 
than a means to enhancing literacy achievement, the various methods of grouping other 
than ability grouping, the engagement of students in student-led discussions including ways 
to upgrade them, and the commitment to ongoing research and development through col- 
laborative research. To date, advocates of Book Club Plus have provided plenty of examples 


to illustrate a range of possibilities. 
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Uninterrupted Sustained Silent Reading 


Purpose 


Generally recognized objectives of Uninterrupted Sustained Silent Reading (USSR) are 
(1) to provide students with a quiet time to practice their silent reading, (2) to provide stu- 
dents with models of good silent reading behavior, and (3) to increase students’ abilities to 
sustain silent reading for longer periods of time. 


Rationale 


Much time is spent teaching students how to read; however, USSR is tied to the notion that 
classroom teachers should provide students with a model for reading or the opportunity to 


read materials for pleasure. 
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According to McCracken and McCracken (1978), this program provides students the | 
following messages: 


Reading is something anyone can do 

Reading is communicating with an author 

Books are meant to be read in large sections 

Children are capable of sustained thoughts 

The teacher believes that the pupils are comprehending (because he or she doesn't 
bother to check) 

m The teacher trusts the children to decide when something is well written, when some- 
thing important has been read (because the teacher expects pupils to share after 
USSR). (p. 408) 


Reading books is important 
i 
| 


In a similar vein, Sadoski (1984) suggests that USSR provides students the opportu- 
nity. to practice the art of reading; to become actively involved in the reading act with ma- 
terials of their own choosing, and to become better readers by reading and seeing others 
read. 


Uninterrupted Sustained Silent Reading is appropriate for students at kindergarten levels 
through senior high school. College and adult reading programs also could profit from the 
use of the technique. The technique may be used by an elementary teacher with a self- 
contained classroom, by a content teacher in a departmentalized program, or by a total 
school staff during a predetermined period of the school day (Ganz and Theofield, 1974). 


Description of the Procedures 


| 
| 
| 
j | 
Intended Audience j 
| 
| 
| 
USSR contains three vital elements: | 
1. Preparation 

2. The reading period 
3. Follow-up 


I. Preparation. Perhaps the key to the success of a USSR program is this vital first step. | 
Students should understand what they are going to be doing during the activity, why it is im- 
| 


portant, and how it will be carried out. 

The idea of USSR should be discussed with students several days in advance of the 
first reading session. The emphasis at this stage should be on the fact that the students will 
be allowed to select whatever reading material they desire to read during this period. Al- 
though students should be encouraged to bring their favorite reading material to class for 
USSR sessions, several students predictably will forget on occasion; therefore, the teacher 
should collect a variety of reading materials that will.remain in the classroom and can be 
used during USSR sessions. The collection should be changed occasionally to provide a va- 
riety of offerings. 
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"Teachers also should be sure to inform their administrator(s) and colleagues of what 
they are doing and should ask them not to interrupt unless an emergency arises. 

It is essential that all students in the class understand the rules of USSR. Presentation 
of the rules a day or two before the start of USSR allows students and teachers to discuss 
why these particular regulations are necessary. It is suggested that the rules be reviewed just 
prior to the first USSR session. The three cardinal rules of USSR are: 


a. Everybody reads. Both students and teacher will read something of their own choos- 
ing. Completing homework assignments, grading papers, and similar activities are discour- 
aged. The reading should be for the pleasure of the reader. 


b. There are to be no interruptions during USSR. The word uninterrupted is an essential 
part of the technique. Interruptions result in loss of comprehension and loss of interest by 
many students; therefore, questions and comments should be held until the silent reading 
period has concluded. 


c. No one will be asked to report what they have read. It is essential that students feel that 
this is a period of free reading, with the emphasis on reading for enjoyment. 


2. The Reading Period. The USSR period begins as soon as the students have been 
given a sufficient amount of time to select their reading materials and the teacher has re- 
viewed the rules briefly. Following the first session, it may be necessary only occasionally 
to remind the students of the rules. 


a. Setting the time. The time length of the very first USSR session should be such that the 
majority of the students within the class can easily sustain their silent reading. For the lower 
grades, this may mean three to five minutes; for upper elementary grades, five to ten min- 
utes; and for secondary classrooms, ten to fifteen minutes. It is probably better initially to 
underestimate students’ ability to sustain silent reading, since one of the goals of USSR is 
to increase gradually the time devoted to the activity. Depending on the ability and interest 
levels of the students, reasonable goals might be fifteen to twenty minutes for primary level 
classrooms; twenty to thirty minutes for the middle grades; and thirty minutes for high 
school classes. These times should be considered only as guidelines. 


b. Timing USSR. Most teachers have found that a kitchen timer or an alarm clock works 
best as the timing device for USSR sessions. The timer should be set for the agreed-upon 
time and then placed in such a position that students are unable to see the face of the device. 
This procedure solves the problem of the “clock watchers” within a classroom. For this 
same reason, a large classroom clock should not be used as the timing device. Another ad- 
vantage of the alarm clock or kitchen timer is that it provides a definite end to the USSR ses- 
sion. The sound of an alarm clock leaves no doubt that the reading period has come to an 
end, and that it is time to move on to other activities. 


c. The role of the teacher. During the USSR period, the teacher is doing exactly what all 
the students in the class are doing—reading for pleasure. The teacher has the very impor- 
tant role of showing good, sustained silent reading behavior.-For some students in the 
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classroom, this may be the first opportunity to observe an adult who is reading for pure 
enjoyment. 

It is important to keep this one activity in mind. There are a number of things that a 
teacher should not do during USSR. The class instructor should not correct papers, plan 
lessons, take attendance, or perform similar school-related activities. By doing this type of 
activity, teachers are, in effect, saying to students, “Reading is an important activity for you, 
but not for me.” Likewise, the teacher should not move around the classroom to seek out 
students who are not reading or those who are potential troublemakers. Besides not serving 
as an adequate model, a teacher in the monitoring role becomes a potential “interrupter” of 
the reading process. 


d. Interruptions during USSR. It is not unusual for interruptions to occur occasionally, 
especially in the initial phase of using the procedure in the classroom. Interruptions that 
cause the classroom teacher and a large number of students to look up from their reading 
should generally result in an end to the reading period for that day. However, persons guilty 
of interrupting should not be reprimanded, rather, the classroom teacher may simply say, 
“Tm sorry, but that concludes our USSR session for today. Please put your reading mater- 
ial away and we will proceed with our next lesson.” The instructor should be prepared to 
move quickly to the next scheduled activity without providing the individual who inter- 
rupted with the attention that the student might be seeking. The activity immediately fol- 
lowing the USSR also should not appear to be arranged as a means of punishment, i.e., tests 
and other equally unpopular activities are best scheduled at other times. 

After the habit of silent reading has been firmly established, minor and unintentional 
interruptions may be handled smoothly without resulting in an end to the reading session. 
In these situations, the teacher might respond in this manner: “I hope that the interruption 
did not cause you to completely lose your train of thought. Do you think you can return to 
your reading without any problems?” If most students respond affirmatively, then the 
teacher provides a model by returning immediately to reading. Very minor disturbances that 
cause the instructors and only one or two students to look up from their reading should be 
ignored. After quickly evaluating the situation, the teacher should return immediately to the 
reading. This action has the effect of saying, “No problem. Let’s continue our reading.” 


e. Concluding the reading period. USSR ends with the sound of the timer. The instructor 
should be prepared to move on to the next scheduled activity. Occasionally, teachers may 
provide students a few additional minutes of reading time. This “buffer” period allows stu- 
dents an opportunity to read until a more appropriate stopping point is reached. 


3. Follow-Up. McCracken (1971) suggested that after the first week of USSR, the 
teacher may begin to think of ways to encourage sharing what has been read during the 
silent reading sessions. The teacher can set an example by making a brief comment about 
interesting ideas the students have read, by keeping a log of the books and the number of 
pages read, and by similar actions that show a sincere interest in the reading act. These shar- 
ing activities can result in greater student interest in reading. 

It must be emphasized that such sharing activities should not begin until after the 
USSR activity has been firmly established. If the teacher begins to prompt students to share 
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too early in the beginning sessions, USSR might deteriorate into something other than read- 
ing for enjoyment. 


Cautions and Comments 


Although USSR is a simple technique and can easily be implemented in classrooms at any 
level, it is very difficult to evaluate. It should not be surprising that research studies, in 
which the influence of USSR upon achievement and attitude has been studied, have yielded 
quite mixed results. For instance, this program provides the following strengths: 


Interest in reading 

Awareness of a variety of books 

Feelings of community within a classroom 

Awareness of the reading program and its purpose 

Information to assist in school or leisure time activities 

Appreciation of reading, which affords pleasurable experiences when engaged with 
books 

Improvement in writing as a result of exposure to wide reading 


Possible negative aspects of this procedure are: 


Lack of teacher and/or administrator modeling, due to attitudes 
Provisions not made for students lacking sufficient materials 
Classroom materials not meeting students’ needs 

Disruptions within the classroom or in the hallways 

Lack of longitudinal data 

Inadequate planning and availability of materials 

Older students’ attitudes differ greatly from those of younger students 


Whereas few literacy educators would disagree with the worth of engaging students in read- 
ing independently, the manner with which these engagements occur has been queried. 
Although the National Reading Panel expressed concern for the lack of research on inde- 
pendent reading, the panel questioned whether unfocussed engagement was likely to con- 
tribute to success for all students (National Reading Panel, 2000). Results from studies on 
special populations indicate that careful planning and implementation are needed in order 
for this procedure to be successful. Grubaugh (1986) states that, “potential poorer readers 
must be carefully matched with materials. If these students aren’t able to engage in silent 
reading, adjustments should consist of small groups reading aloud” (p. 170). Allington 
(1975) expanded this belief by stating that “remedial readers must have unlimited opportu- 
nities for reading contextual material rather than skill instruction.” It is imperative that 
“they be given time to engage themselves with stories and books in order to become fluent 
readers” (p. 263). Gutkin (1990) proclaimed that kindergarten children need time for book 
perusal and “reading.” She has instituted a sustained loud reading (SLR) time, which en- 
courages students to partner-read and share books that fascinate them. She states, “When I 
saw and heard the excitement from my students, I decided that, at this stage in my students’ 
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careers, silence would be more of an obstacle than a relaxing tool to enhance their relation- 
ships with books" (p. 490). 

Despite the lack of consistency in data results, this program should not be overlooked. 
"The strategy provides teachers a manageable procedure for increasing reading time. Fur- 
thermore, the teacher, by the very act of reading, is communicating the value of reading to 
the students. Conversely, any lack of interest or enthusiasm by the teacher can result in a 
similar reaction by the students. 

Indeed, teachers are likely to be instrumental in the success of this program. They can 
promote positive attitudes toward and achievement in reading by: (a) planning reading ac- 
tivities children like; (b) providing large quantities and a variety of materials that are related 
to children's interests and needs; (c) promoting regular intervals of recreational and quiet 
reading within the school schedule; (d) demonstrating and modeling a personal valuing of 
reading; (e) providing a pleasant, relaxed classroom atmosphere; (f) reducing pressure to 
report on what was read; and (g) providing opportunities for sharing (Langford and Allen, 
1983, 195). A way for teachers to promote student interest and motivation in this activity is 
by creating a catchy title through acronyms. Those most commonly used include: 


SQUIRT (Silent, quiet, uninterrupted, individualized reading time) 
DEAR (Drop everything and read) 

DEER (Drop everything else—read) 

OTTER (Our time to enjoy reading) 


USSR can be extended to the home setting by parents. Home Sustained Silent Read- 
ing (HSSR) can be used to "promote a love for reading that extends into the home while 
providing additional support for children and a common goal for home and school" 
(Demos, 1986, 263). When participating in HSSR, Demos and Fitzpatrick suggest that par- 
ents (a) “foster an interest in reading by creating an environment that places a high priority 
on the printed word" (Fitzpatrick, 1982, 50), (b) "support the development of attitudes and 
habits conducive to lifelong learning and reading for enjoyment, (c) extend reading oppor- 
tunities outside the school environment, and (d) provide additional practice and application 
of school learning" (Demos, 1986, 263-264). 
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Purpose 


Based on the notion of seeking, self-selection, and self-pacing, Individualized Reading is 
designed to: (1) focus reading instruction on the individual needs of each child, and (2) aid 

i teachers in guiding children toward assuming responsibility and initiative for their own 
growth in reading. 


j .  Individualized Reading 
| 


Rationale 


| 

| 
As with any reading method, Individualized Reading is designed to develop a reader’s abil- | 
ities and interests. However, the basic premise in Individualized Reading differs greatly | 
from that in other methods. Olson (1949) suggested three major principles that have be- | 

i come the foundation of Individualized Reading: seeking, self-selection, and self-pacing. | 

Olson explained that students are continually exploring their own environment in search of 

experiences that fit with their growth and needs. Applied to reading, this means that the | 

most conducive environment for reading growth would be one in which students are sur- | 

rounded by materials to explore and select from and to read at their own pace. Such explo- | 

ration is done in accordance with students’ own needs and interests. In terms of actual 

reading instruction, the procedure that has evolved from this point of view was summarized 

briefly by Smith (1963) as follows: 


1 

1 

Each child selects a book that he wants to read. During the individual conference period, the | 
teacher sits in some particular spot in the room as each child comes and reads to her. As he ] | 
does so, she notes his individual needs and gives him appropriate help. Finally, she writes 4 | 
what the child is reading, his needs and strengths, on his record card. Then another individ- | 
ual conference is held and so on. If several children need help on the same skills, they may 1 
| 

| 


be called together in a group for such help. (p. 142) 


One important aspect of individualized reading is that time and opportunity be afforded to 
students to read. It is important that students "be engaged with the print in the book while 
reading. If not, they are not benefiting from the reading opportunity provided by the class- 
room setting" (Fielding and Roller, 1992, 678). If students aren't benefiting from this in- ! 
struction, then teachers must find ways to “make difficult books accessible and easy books 
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acceptable" for students (Fielding and Roller, 1992 680). Such guidelines (Fielding and 
Roller, 1992, 680—681) available to teachers include: 


Modeling use and enjoyment of books 
Altering purposes for easy reading 
Utilizing books on tape 
Challenging students with easier books through book discussions, book sharing 
sessions 
m Making nonfiction more available and familiar to student 
Preceding more difficult books with an easy book 
Providing opportunities for partner reading or read alouds 


Intended Audience 


Although Individualized Reading has been more widely used in the elementary grades, the 
technique readily lends itself to teaching in the content areas, particularly where a multiple- 
textbook approach is employed to expose students to various ideas and opinions. 


Description of the Procedures 


An Individualized Reading program is heavily dependent on: (1) self-selection, (2) ample 
supply of reading material, (3) student-teacher conference, (4) extended contracts, (5) flex- 
ible needs grouping, and (6) sharing books. 


1. Self-selection. Possibly the most basic ingredient in the Individualized Reading pro- 
gram is that every student be taught reading with materials that the student chooses. As 
Veatch (1978) suggested, the student is taught to select reading material based on two cri- 
teria: (1) I like it, and (2) I can read it. 

Obviously, an important teacher function is to expose students constantly to the vari- 
ety of material available for reading. Through brief, enticing descriptions of these materi- 
als, the teacher can encourage the student to select the most desirable and motivating 
material. This, in essence, is the first responsibility of the teacher in planning—to make sure 
each student is given suitable material during the reading program. 


2. Ample Supply of Reading Material. Essential to a program of self-selection is an 
ample supply of reading material for the student. A variety of material is needed if a student 
is to select a book he or she can handle with comfort. Veatch (1978) recommended that in 
order to maintain an adequate supply of reading material in the classroom, there should be 
available at least three to five titles per student. 

Books are needed on many grade levels, since the range of ability in a classroom 
is wide. Typically, the range of difficulty should extend from one or two grade levels 
below the slowest reader to one or two grades above the best reader in the class. Thus, 
for example, in a typical first-grade class, the teacher selects books for students ranging 
from picture books of the earliest prereading level to those books of at least fifth-grade 
difficulty. 7 
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In addition, even though bright readers can effectively deal with materials of greater 
difficulty than average readers, their interests may be similar. Hence, a variety of books 
dealing with the same topic on different levels is necessary. 

There are many possible sources available for a teacher who is trying to gather three 
to five titles for each student in the class. The school librarian can be an invaluable aid and 
a tremendous source of information concerning books. Public libraries and bookmobiles 
provide other sources of reading material for the classroom. Book fairs also can be a means 
of securing additional materials for the students. : 

Paperback books are another source for stocking the classroom library, since they are 
relatively inexpensive when compared to the price of hardcovers. Book clubs, such as those 
of Scholastic Book Services, often provide discount rates for paperbacks. Often neglected, 
but still excellent sources of reading materials, are magazines and newspapers. Again, they 
are relatively inexpensive, and a teacher can request that the students bring in old magazines 
or newspapers from home to maintain an adequate supply. 

Finally, abandoned or old sets of basal readers can be used to supplement the book 
supply. Basal readers do have stories that attract children; the individual story selections can 
be separated into small books for distribution as “mini-books.” Teachers of different grade 
levels can exchange a certain number of basal readers among themselves. 


3. Student-Teacher Conference. Central to the Individualized Reading program are 
the individual sessions a student has with the teacher. These conferences essentially deter- 
mine the character of the reading program, since during them, the student receives impor- 
tant personal direction in reading activity. The teacher needs to have specific purposes in 
mind and the ability to analyze and understand the reading performance of each student. 
This is essential in order to conduct a speedy, but thorough, conference and in order to en- 
sure that each student gets the necessary amount of individual attention and instruction that 
will provide for optimum growth. 

A teacher does not check on everything a child reads, but rather concentrates on what 
the child has selected and prepared for presentation. Veatch (1978) described four areas that 
should be explored in the conference session: 


1. The mechanical aspects of the student’s reading ability 
2. The student’s ability to read critically 

3. The student’s personal involvement 

4. The ability to hold an audience while reading aloud 


In the area of mechanical skills, the teacher might ascertain the student’s ability to use 
word attack skills when encountering words that present difficulty. When reading critically, the 
student should be able to get the overall sense of the story, as well as be able to delve into the 
author’s purposes. Knowing why a certain book is chosen is considered important for the stu- 
dent, not only for the student’s own personal development but also for gaining the ability to 
recommend the book to others in the class. Personal involvement with characters in the book 
also should be explored. Finally, the area of oral reading with expression should be explored. 

Essential to the individual conference are the records the teacher keeps on each stu- 
dent. It is with these annotations that the teacher can guide the student in reading and also 
plan for grouping activities. The following is an example of such a record: 
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Juan 8.5 Age 2.5 Rdg. Ach. 


9/5 Horton Hatches the Egg (p. 21, oral) 
Saw value of commitment 
Group: checking organization of details 
Ind. Assign.: Vocabulary exercises 


From such an annotative record, the teacher can plan the next day’s reading activities 
for the student. For example, the student Juan might work in a group to improve his skill in 
reading for details. In addition, he will work on his own with vocabulary activities, or the 
teacher can wait until several children have the same skill need and group them together to 
work on that area. 


4. Flexible Needs Grouping. Groups are formed based upon the observations and di- 
agnoses teachers have made during individual conferences and other observations made 
during the school day. When the teacher sees that at least two students have the same need, 
a group can be formed. 

It is to be emphasized that groups be formed in an individualized program when at 
least two students need to know something or do something that the others in class do not 
need to know or do. These groups are flexible in the sense that they are formed only tem- 
porarily to fill a need and then are disbanded. 

This is contrary to the usual practice of grouping, which is organized on the basis of 
low, middle, and high reading abilities. This conventional grouping plan is usually indefi- 
nite and allows for little flexibility in instruction. In addition, such grouping allows for the 
negative aspects of peer pressure and labeling—the low group (e.g., “the Buzzards”) be- 
come “dummies,” and everyone knows it! 

Groups may be formed easily when the teacher keeps good records of the individual 
conferences, By looking over these records, the teacher can readily see those students who 
are having common difficulties. For instance, the teacher can see that Juan, the student 
mentioned in the sample record, is only one of five students who are having difficulty with 
organizing their ideas. Thus, the teacher can save valuable time by grouping the five to- 
gether. Instead of spending time teaching each student individually, time is efficiently used 
by helping all of them with the same thing at the same time. 

Groups may also be formed for other purposes, some of which may be highly spe- 
cific. Interest groups may be organized around a common concern. On the other hand, a few 
students can be grouped together for the specific purposes of finding more challenging 
reading material or for help in selecting a book at their reading level. 


5. Sharing Books. Individualized Reading provides students with an opportunity to 
share their reading experiences. In common practice, the sharing of books is accom- 
plished through written reports that, unless creatively used, become tedious. As an alter- 
native, teachers might give students a variety of ways to share books. These sharing 
activities might range from simple reflection on the content of the book to a dramatic pre- 
sentation of an inspiring part of the book. Role playing, pantomiming, moving scripts, 
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| 
advertisements, radio scripts, posters, and puppetry are suggested alternatives from | 
which the children might select. j 


Cautions and Comments 


| 
Individualized Reading presents the teacher with a viable alternative to other approaches, ] | 
by emphasizing personal involvement and decision making on the part of the student. How- 
ever, there are some major deterrents to its use. 
Since Individualized Reading is predicated upon the idea of self-selection, and self- 
selection from an ample supply of books, these two factors may affect the success of the 
l | program. For example, the lack of a large number of appropriate titles from which to choose | 
may limit the self-selective process, and students may not find a title that matches both their | 
interests and their reading abilities. . P| 1 
| 
| 
| 
| 
| 
| 
| 
| 
| 
| 
j 
| 


A problem that seems to arise is the pressure to complete as many individual confer- 
| ences as possible in each day. Ideally, the teacher will not neglect anyone, even the bright- 
est of readers. In reality, overly long conferences with some students will result in less 
available time for the other students. Thus, some students may not get the individual atten- 
tion necessary to progress adequately in reading. 
' Similarly, the success of an Individualized Reading program is in part dependent on 
the vitality of the teacher-student conferences and sharing experiences. To ensure student q 
| involvement, both student conferences and sharing experiences will need to be meaningful | 
and varied according to individual reading experiences. 

A variation of individualized reading has been useful to educators in Montgomery 
County, Maryland. The program, Students Achieving Independent Learning (SAIL), assists 
low-achieving students in becoming active participants and decision makers in the learning 
process. The impetus of this program is to “raise students’ consciousness of the strategic re- 
sponses that successful readers make” (p. 20) by utilizing a four-step conceptual framework 
grounded within a theoretical model. Within this program, a four-step process is utilized, 
which consists of (a) getting ready to read, (b) before reading, (c) while reading, and 
(d) after reading. The purpose of the first step is to get students to set personal goals and to 
find a connection between the curriculum and personal aspirations. Since this program is to 
“convince students that constructing meaning is the core activity of reading (Bergman and 
Schuder, 1992, 20), the teachers must get students to delve into the reading materials as 
often as possible. Step 2, before reading, attempts to get students to self-select the reading 
material, set their own purpose for reading, and individually decide on how to process the | 
task of reading. Step 3, while reading, requires that the students think about, select, and uti- 
lize a problem-solving and monitoring strategy that promotes individuality and responsi- 
bility for the reading task. Throughout this program, students are taught four monitoring | 
strategies: (a) predict-verify-decide, (b) visualize-verify-decide, (c) summarize-verify- 4 ; 
decide, (d) think aloud. In the last step, after reading, students are encouraged to choose and 
| implement an evaluation strategy that relates to the reading task they have just completed. 

Finally, Individualized Reading represents a viable alternative for the classroom 
teacher. Like most approaches, it demands that teachers possess an adequate understanding 
1 of the reading process and the reading curriculum. However, as an Individual Reading prac- 
| tice, it demands extensive teacher preparation and record keeping. 
| 
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UNIT OVERVIEW 


For many years teachers have recognized the worth of the child’s own oral language and ex- 
periences as basic ingredients in beginning reading instruction. As far back as 1908, Edmund 
Huey reported the use of a sentence method that drew on the child’s language and experi- 
ences to describe pictures. Through the first half of this century, numerous educators cited 
and recommended an experience-based approach to teaching reading (e.g., Storm and Smith, 
1930; Gans, 1941; Lamoreaux and Lee, 1943; Sullivan, 1986). In the middle of the 1960s re- 
searchers and educators in their search for the one best method for teaching reading tumed 
their attention to language acquisition and the psycholinguistic nature of the reading process. 
The resulting approach became widely recognized and identified by its now familiar label, 
“the language experience approach.” In the 1970s and early 1980s, the approach became 
widely used throughout the world. For example, Breakthrough to Literacy developed for use 
in Great Britain became widely used throughout the British Commonwealth (McKay, 
Thompson, and Schaub, 1970). Various offshoots of the approach that appeared as develop- 
ments in other areas have dovetailed with the approach. For example, the procedure has been 
accepted for use with adolescents (e.g., McWilliams and Smith, 1981; Stratton, Grindler, and 
Postell, 1992), adult immigrants (Wales, 1994), and ESL students (Dixon and Nessel, 1983), 
strategies have been developed for extending comprehension abilities with the procedure 
(Sulzby, 1980; Heller, 1988), and it has been adapted for use with students with invented 
spellings (Coate and Castle, 1989) and adapted to the teaching of science (Tragash, 1987). 
As these developments occurred with the language experience approach, researchers 
began exploring more intensely young children’s encounters with print in the environment 
and during shared reading experiences with parents. What emerged in conjunction with 
these developments were approaches that further capitalized on the language experiences of 
young children. 
The rationale of these approaches was based on the notion that children are born with 
a prowess for language acquisition and that this prowess can and should be directed toward 
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the acquisition of reading abilities. To this end, proponents of the language experience ap- 
proach and the role of environmental print advocated taking advantage of the experiences 
that children bring to reading. By conveying these experiences through language, children 
4 can move back and forth from oral to written expression. From this foundation, children de- 
velop quite naturally the ability and interest to read widely, deeply, and fluently. 

One of the key understandings that has occurred since the development of the language 
experience approach has been the growing awareness of the nature of reading and writing de- 
velopment from the earliest years. Tierney (1992) discusses several longitudinal studies: 


To date, a number of researchers have offered a longitudinal perspective on the understand- 
ings children acquire as they write. Read (1971) and Chomsky (1979) have described in 
some detail the assumptions which tend to undergird a child’s invented spellings. Harste, 
Burke and Woodward (1984 a & b) have offered several examples of how young children’s 
writing develops across time. Bissex’s (1980) and Baghban’s (1984) case studies of their 
children are devoted primarily to tracing their early writing development. Graves (1982) and 
Calkins (1982) have offered rich descriptions of writing development across time as students 
begin writing and conferencing with others. . . . Taken together, the longitudinal research on 
early reading and writing to date has confirmed some beliefs at the same time as it has added 
definition and stimulated a number of issues. The view of the child as an active meaning 
maker constructing his or her own hypotheses in the context of daily negotiations with print 
and others is substantiated repeatedly. (p. 180) [Studies mentioned in this excerpt are cited 
in bibliography.) 
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In conjunction with these developments, some key and interrelated understandings about 
the development of children’s literacy have emerged: 


Emergent Literacy. Children learn to read and write in a fashion that is not unlike how 
they learn to talk—with opportunities to experiment, to take risks, to be engaged in 
! meaningful interactions, and to be able to invent ways of reading and writing using 
their own rule systems. 


Invented Spelling. Carol Chomsky (1979) points out the role of children's use of in- 
vented spelling as they learn to read: 


Children who have been writing for months are in a very favorable position when they 
undertake learning to read. They have at their command considerable phonetic infor- 
mation about English, practice in phonemic segmentation, and experience with alpha- 
betic representation. These are some of the technical skills that they need to get started. 
They have, in addition, an expectation of going ahead on their own. They are prepared 
to make sense, and their purpose is to derive a message from print, not just to pronounce 
the words. (pp. 51-52) 


Interplay of Reading, Writing, Talking, Drawing, and Peer Relationships. Reading 
and writing are not isolated activities; they occur with and in relation to a number of 
meaning-making experiences that children have. Tierney and Shanahan (1991) 
demonstrate this through citing two important studies: 
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...inconjunction with exploring the nature of literacy learning in a day-care environment for 
3- and 4-year-olds, Rowe (1987) concluded that there are two general types of “intertextual” 
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connections that are important. The first type is the formation of shared meanings through 
conversations and demonstrations so that these young literacy learners are members of a com- 
munity that affords communication with others. The second type involves linking current lit- 
eracy experiences to past experiences. . . . Based upon her observations of first graders, Short 
(1986) argues that the potential for learning and thinking are changed when the classroom en- 
vironment facilitates intertextuality. A collaborative and meaning-centered learning environ- 
ment engages learners more fully and actively in learning and encourages higher levels of 
thinking. (p. 272) [italics original] 


Additionally, Dyson (1989) concludes an extensive study of children's writing by stating: 


Thus, in studying the efforts of Regina, Jake, Manuel, Mitzi, and the other young writers 
who shared this classroom, the focus was not on their writing alone, because writing does 
not evolve only from writing. Rather, the focus was on the meanings each child intended to 
communicate, that is, on the symbolic worlds being deliberately formed. And those worlds 
were revealed in the children’s drawing, talking, and playing, as well as in their writing. . . . 
In brief, from the perspective of this book, writing development is viewed as evolving within 
and shaped by children’s interactions with other symbolic media and other people, includ- 
ing their peers. Both the developmental challenges children face as writers and the resources 
they lean upon are found in the varied symbolic and social worlds within which they, and all 
authors, work. (p. 255) 


Later, Dyson discusses the ramifications of her work for our understanding of literacy 
acquisition: 


Parents and children alike expect students to learn to read and write in school, presumably 
to the eventual betterment of children’s social and economic futures. And, for children 
whose background is considered out of the “mainstream,” for whatever reason (most often 
because the children are not middle class and/or not Anglo), becoming literate is considered 
a process of moving, through individual achievement, beyond present ground, beyond their 
families and neighborhoods. 

This way of thinking about school literacy needs some rethinking. Within the context 
of this project, children’s growth as literate people was linked to the social practices that sur- 
rounded them, that is, to their discovery of literacy’s rich relevance to their present inter- 
actions with friends and to their reflections on their experiences. Literacy that helps children 
to articulate their todays and to make ongoing connections with others may be more likely 
to grow with them into their tomorrows. (p. 276) 


The work that has led to these three conclusions has extended and sometimes chal- 
lenged past language experience approaches, especially those that may not have been de- 
veloped with some of these same appreciations and understandings. As a result, some 
language experience approaches carry too great a focus on “correct conventions,” they 
delay writing until after reading, and they do not work with or take advantage of the inter- 
play of reading and writing with drawing, talking, and peer relationships. 

A further major development that has affected approaches for early literacy develop- 
ment has been the development of digital technologies for the classroom, especially with 
the advent of multimedia applications. Reinking and Bridwell-Bowes (1991) mention five 
advantages to using computers with reading and writing. They can: 
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1. Enhance the ability of readers and writers to interact with text. 
2. Permit the external control of written language processes. 
3. Lessen the drudgery associated with some aspects of reading and writing. 


4. Provide individualized help and guidance during independent reading and writing 
activities. 


5. Contribute to the development of purposeful communication in school, and thus they 
can bring together reading and writing activities. 


The New London Group and various researchers invested in multimedia have discussed the 
emergence of new multiple literacies (see New London Group, 1996; Hagood, 2003; Kress, 
2003). Further, numerous different types of programs exist that enhance learning through 
word processing combined with speech synthesis, story development software, and desktop 
publishing (see Sampson, Allen, and Sampson, 1991; Stratton, Grindler, and Postell, 1992; 
El-Hindi, 1998; and McMillen, Shanahan, Dowd, Macphee, and Hester, 1997, for specific 
applications of computer technology with such approaches). 
The present unit describes six strategies for developing early literacies. 


The Reggio Emilia Approach. The Reggio Emilia Approach is an internationally 
renowned program that represents a culturally relevant and community-supported 
initiative, which enlists multiple symbolic representations as a key means by which 
students engage inquiry, discovery, and reflection. 


Allen’s Language Experience Approach in Communication. The Language Experi- 
ences in Communication represent an attempt by Roach Van Allen to develop a 
comprehensive language-based approach to reading. Most people credit Allen with 
nurturing the evolution of the language experience approach. Allen’s intent has been 
to develop an approach that provides the language competencies essential to promote 
reading. In comparison with others, this approach provides the most comprehensive 
and detailed suggestions for teaching reading as a language experience. 


Ashton-Warner’s Organic Reading. Organic Reading is an experience-centered ap- 
proach to reading instruction based upon Sylvia Ashton-Warner's teaching experi- 
ences with Maori children in New Zealand. It is designed to bridge the gap between 
the language world of the child and the language world of books through the use of 
each child’s key vocabulary. 


Stauffer’s Language-Experience Approach. The Language-Experience Approach 
represents Russell Stauffer’s conceptualization of the language experience approach 
for teaching beginning reading. His approach focuses on the use of individual- and 
group-dictated stories, the use of word banks, and the use of creative writing activi- 
ties. As a beginning reading approach, it can serve either to supplement or to substi- 
tute for traditional basal reading programs. 


Shared Book Experience. Shared Book Experience adopts some of the features of 
early reading experiences between young children and their parents to the classroom. 
As described by Doake (1985) and Holdaway (1979), Shared Book Experience is 
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intended as a means of establishing early reading experiences that capitalize on the 
children’s natural prowess with stories and that dovetail story experiences with other 


language activities. 


Patterned Language Approach. Patterned Language Approach by Bridge adopts the use 
of predictable story material and a structured language experience approach to provide 
teachers with a whole-part procedure for introducing students to reading. The procedure 
is intended for use with beginning readers to develop an initial vocabulary, as well as 
readers’ use of meaning cues, syntactical cues, and graphophonic features of words. 
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The Reggio Emilia Approach offers a learner-centered framework whereby educators 
can provide children opportunities for explorations and inquiries through extended cul- 
turally relevant and community-situated learning opportunities, which enlist multiple 
symbolic representations as a key means by which students engage inquiry, discovery, 


and reflection. 
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Rationale 


The Reggio Emilia Approach has an extraordinary history emanating from the dedicated ef- 
forts of a northern Italian community and teachers, especially Loris Malaguzzi, who were 
attracted to the possibility of creating a school with a remarkable set of values and philoso- 
phy that drew on the leading developmental psychologists (Vygotsky, Piaget, Bruner, Bet- 
tleheim) and educators of the past century, including Italy's Montessori. 

As Howard Gardner noted, what sustains the approach is the community of dedicated 
educators and the community members and children who support the approach, activities, 
and philosophy. As he stated: "Nowhere else in the world is there such a seamless and sym- 
biotic relationship between a school's progressive philosophy and its practices" (Gardner, 
1995, x). Indeed the building of relationships between community and school and parents 
is at the core of the Reggio Emilia Approach. North American educators such as Lillian 
Katz and others who have visited the Reggio schools have noted that the classes have a 
*homelike closeness and intimacy" (Katz, 1995, 32), which seems to occur as a result of 
community engagement, an extended commitment to the same teacher across years and in 
some classrooms the use of mixed age groupings. Loris Malaguzzi (1995) indicates that 
"the goal is to create an amiable school, where children, teachers, and families feel at 


home" (p. 58). 
A commitment to child-centeredness is pervasive. As Malaguzzi stated: 


What children learn does not follow as an automatic result from what is taught. Rather it is 
in large part due to the children's own doing as a consequence of their activities and our re- 
sources. . . . Always and everywhere children take an active role in the construction and ac- 


quisition of learning. (p. 59) 


In many ways the approach resembles a project approach, but its richness and emphasis on 
representation make for an approach to learning that builds on the use and study of multi- 
ple literacies to engage students in the exploration of their world. As Forman (1995) sug- 
gests “there is a belief that all children learn best when they can use multiple symbol 
systems to understand complex relations, particularly when these complex relations are part 


of a real-world project that gives these relationships a holistic gestalt” (p. 188). 


Intended Audience 


The Reggio Emilia Approach is intended for early childhood settings, but the tenets lend 
themselves to most educational endeavors. 


Description of the Procedures 


The commitment to community and child-centeredness would be difficult to prescribe or 
even to describe adequately in a summary fashion. We would encourage those truly inter- 
ested in the Reggio Emilia Approach to explore the possibility of a visit to the schools or to 
access some of the writings, which will provide a fuller discussion, and description of the 4 
elements of the approach. Indeed, we have restricted our discussion of the Reggio Emilia 
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Approach to its use of projects—especially in the orientation to multiple literacies. We 
stress that our discussion is limited and that the Reggio Emilia Approach involves consid- 
erably more than these projects. For discussions of the community nature of the approach, 
professional development model, various resources and a range of other key elements, other 
sources need to be examined. 

George Forman (1998) and a number of others have used the Long Jump Project as a 
way of illustrating some of the elements of the Reggio Emilia approach. The Long Jump 
Project involved the development of an athletic event by a subgroup of Reggio Emilia 
students who volunteered to plan the event with some input from the class. Some of the ac- 
tivities emerged; others were planned with teacher and classmate input. The teachers iden- 
tified the long jump event as viable given what they discerned as its potential for 
measurement, research, representation, and student involvement. The project was initiated 
with the goal of the class holding a long jump event and then setting the students the task of 
investigating the possibility—researching the long jump in conjunction with exploring the 
event at the Olympics, discussing videos of athletes jumping, and then doing so for them- 
selves. The exploration involved the students’ discussing what they might do, especially in 
the context of an event with which all of the students would be involved. This entailed 
thinking about issues such as space for running and jumping, as well as spots for spectators 
and judges. To this end, the students developed plans and then a model with replicas and 
problem-solved how they would compare the length of jumps with strings. Sometimes in 
conversations peers advised one another, compared observations, discussed simulations, 
pursued replays, and so on en route to making decisions as to how they would carry out the 
event and its planning for participants, judges, and spectators with different needs and in- 
terests. The list of issues that were discussed and planned ranged from rules for runners 
(starting, run up, foot placement, clothing) to rules for judging, measurement, disqualifica- 
tion, and etiquette as well as advertising, announcements, applications to participate, awards, 
and so on. 

During the exploration, teachers supported the students and prompted comparisons, 
speculations, and planning and especially ways to represent using various symbol systems 
as a means of exploring a range of issues, maintaining records, engaging in simulations, and 
communicating. As Forman stated, sometimes the discussion focused on the worth of dif- 
ferent symbolizations and created “the type of constructive conflict we deem to be the 
power of this multi-symbolic approach to education” (1995, 187). Further, as he stated: 


As these children sought to gain a more coherent understanding of time, distance, and rules 
of equity, they externalized their nascent theories as icons, gestures, speech, text, picto- 
grams, diagrams and notations. These symbols were embedded in the coherence of the real- 
world event which in turn helped convert a random list of symbols into a symbol system. 
This holism assures that the symbol system will ultimately converge to deepen knowledge 
rather than increase facts. (p. 188) 


There has been a range of other projects described in various Reggio Emilia sites, especially 
as preschools in the United States and elsewhere have emulated the practices. Tierney and 
Damarin (1998) described the Creature City Project at the Sophie Rogers preschool at the 
Ohio State University, where their teachers adopted a project orientation based on the Reg- 
gio Emilia tenets. 
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The Creature City Project emerged from discussion between the teacher and the chil- | 


dren who decided to build the city, including buildings, schools, parks, sports stadiums, and 
a zoo. The project took months as the children went on excursions around their community 
to study their own city and photograph buildings and streets en route to sketching, gather- 
ing all sorts of material as they contemplated their own city. The project involved working 
together on the different city constructions, using each other's emerging expertise about the 


city, including construction issues such as how to represent grass on the baseball field, rel-. | 


ative heights and distances, plans for showing people or developing games, and other activ- 
ities to go along with their city as well as refining the city by the addition of signage, 
photographs, and so on. Throughout the project the children used parents and friends as ad- 
visors as well as participants. Finally, the city was laid out on boards of plywood and every- 
one was invited for a final celebration of their city. 


In discussing the underlying principles for these projects, Edwards.and Forman 4 


(1998) suggest the following guidelines. 


Staging the Project. The projects emerge from reconnaissance, although themes removed 
from everyday experience are not excluded nor are large and challenging projects or emo- 
tionally laden issues. Brainstorming and a consideration of the display and communication 
possibilities of the project are enlisted to think through possibilities, including curriculum 
connections. An effort is made to group children into collaborations involving 2 to 6 children, 


Representational Strategies. A range of sketches, photographs, pictures, maps, and so 


on are used. To help students explore topics and issues, various forms of representation 
(photos, sketches, etc.) are used and discussed in terms of their worth. The students explore 


the worth of the representations as a means of learning, planning, and unpacking the chil- | 


dren’s thinking—especially important is the use of art as a thinking tool rather than merely 
as an aesthetic consideration. 

Cross-modal explorations are encouraged as well as the invention of symbols, icons, 
and notations as a means of exploring issues of representation across settings and time. 


Group Dynamics. The learning that can occur socially through collaboration is sup- 
ported; teachers should consider ethnicity and gender, differences and dynamics. They en- 
courage comparisons and criticisms as a way of learning rather than judging. 


Teaching Strategies. Teachers support the discussion of the worth of different represen- 
tations and follow the children’s lead while also doing things that might expand or chal- 
lenge their thinking. Some technical skills might be taught directly. Further, teachers 
encourage thinking about goals and encourage more in-depth probes. Teachers support the 
exchange of expertise by students and explore ways to use relationships with others to sup- 
port individual or group learning. 

Included are discussions of incomplete work. A stress is placed on documenting what 
is occurring and sharing this documentation with others as a basis for reflection. Further, 
the teachers are encouraged to review what has occurred, including their own and the stu- 
dents’ documentation, for purposes of thinking about what is happening and about the 
available possibilities. j 
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e chil- 1 Comments and Cautions 
ine The Reggio Emilia Approach deserves the attention that it has received worldwide and 
recognition as a model of early childhood education, which is historically significant. The 
ather- 1 : 2 
orking approach has achieved what many educators have only aspired to—namely, a child- 
ut the centered, culturally relevant situated learning enlisting multiple literacies in ways that en- 
E gage students in creative discovery, inquiry, and critique. 
d, rel- : k Peri : : 
activ: Of considerable significance to literacy educators is the means used to engage stu- 
sage dents in multiple literacies or multiple symbol representations. The approach involves stu- 
a a d- dents inventing, taking risks with media separately and together and then reflecting on their 
se use of these literacies for purposes of thinking, communication, documentation, engage- 
ment, learning, and display. 
inis Unlike many approaches to literacy, the Reggio Emilia Approach adopts an orienta- 
tion to literacy as socially constructed over time in a manner that is powerfully intertextual 
in ways that support synergies and dynamics that are often omitted or underprescribed in 
: other approaches. In many ways the approach to literacy is quite extraordinary especially in 
moved terms of the extent to which literacies through multiple representations occur. 
Emo: The Reggio Emilia Approach seems to have parallels to the work by the New London 
ication Group on multiple literacies and others, especially notions of the Rich Literacy Task advo- 
culum cated by the Queensland Department of Education as well as advocates of learner-centered 
ildren. curriculum and culturally relevant approaches that draw on parental and community engage- 
H ment and build a curriculum around extended exploration of everyday events (see Unit 1). 
and so The Reggio Emilia preschool model has a history dating back to postwar Italy, but it did 
itation à not receive much attention until 15 years ago. Nowadays it is world renowned and has been 
xplore the subject of educators' attention and analysis. Various preschool sites around the world are 
e chil- trying to emulate Reggio Emilia practice, and a body of work describing the approach has 
nerely : emerged. Among Internet links with a focus on Reggio Emilia are http://ecap.crc.uiuc.edu/ 
; info/reggio.html, and www.emtech.net/reggio.html. 
icons, 
ne. 
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Allen’s Language Experience Approach 


in Communication 


Purpose 


The language experience in communication represents the Language Experience Approach 
as advocated by Roach Van Allen (1976). It is designed to develop the language competen- 
cies essential for the promotion of reading. To this end, it provides each child with oppor- 
tunities to: (1) experience communication in various situations, (2) study aspects of 
communication, and (3) relate the ideas of others to self. 


Rationale 


this approach’s recognition and evolution. Allen’s rationale for the Language Experience 
Approach stems largely from a project sponsored by the Department of Education, San 
Diego County, California, where researchers pursued the question, “Of all the language ex- 


Historically, the writings and material of Roach Van Allen have been largely responsible for 1 
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periences available for study in the elementary school years, which ones have the greatest 
contribution to make to reading?" This work served to identify twenty essential language 
experiences and give the approach its now familiar label, language experience. 

With the approach's evolution, these twenty experiences have been organized into a 
design for a total language arts/communication curriculum. Figure 3.1 shows its design 
(Allen, 1976, 13). Within the design, the twenty language experiences fall within a frame- 
work of three strands and occur through the development of four types of activities. The 
three strands are: experiencing communication, studying communication, and relating 
communication of others to self. The four types of activities integral to the development of 
these experiences are language acquisition, language prediction, language recognition, and 
language production.* 

"The implementation of Allen's curriculum design is guided by certain principles and 
assumptions about language and the learner, and the interactive nature of the two. The as- 
sumption is that students acquire reading and writing skills in the same way that they acquire 
oral language skills. It is suggested that teachers recognize that students vary in language and 
language acquisition in accordance with their habits, age, socioeconomic group, and 
geographic region; teachers should further recognize that language changes slowly, continu- 
ously, creatively, and personally. To this end, it is Allen’s premise that the “one big responsi- 
bility of a teacher at any level of instruction is to help each child to habituate, and to 
internalize certain truths about self and language" (Allen, 1976, 52). The conceptualization 
of these truths became the approach's trademark. This conceptualization was: 


What I can think about, I can talk about. 
What I can say, I can write (or someone can write about). 
What I can write, I can read. 
Ican read what others write for me to read. 
(Allen and Allen, 1966, Level 1, 6) 


In more recent years this conceptualization has evolved into the following: 


I can think about what I have experienced and imagined. 
Ican talk about what I think about. 
What I can talk about I can express in some other form. 
Anything I can record I can tell through speaking or reading. 
Ican read what I can write by myself and what other people write for me to read. 
As I talk and write, I use some words over and over and some not so often. 
As I talk and write, I use some words and clusters of words to express my meanings. 
As I write to represent the sounds I make through speech, I use the same symbols over and over. 
Each letter of the alphabet stands for one or more sounds that I make when I talk. 
As E read, I must add to what an author has written if I am to get full meaning and inherent 
pleasure from print. 
(Allen 1976; reprinted by permission) 


*Language acquisition is directed toward increasing students’ inventory of words, knowledge of ways to express 
themselves, and ability to explain the unfamiliar. Language prediction entails developing students’ abilities to an- 
ticipate aspects of language and language patterns in their reading and listening. Language recognition is directed 
toward having students see the relationship between their language and the printed language of others. It includes 
developing their awareness of the characteristics of print and certain word identification skills. Language produc- 
tion involves having the student communicate through a variety of different media, associating most communica- 
tions with speaking and writing, and realizing that ideas can be expressed, written, and read. 


UNIT 3 


Strand One 
Experiencing 4 
Communication 


Reading 


Strand Strand 


Two Three 
Studying Relating 
Communication Communication 


Reading in a Language Experience Approach 


|. Experiencing Communication Il. Studying Communication 

1. Oral sharing of ideas 8. Recognizing high-frequency 

2. Visual portrayal of experiences words 

3. Dramatization of experiences 9. Exploring spelling 

4. Responding rhythmically 10. Studying style and words 

5. Discussing and conversing 11. Studying language structure 

6. Exploring writing 12. Extending vocabularies 

7. Authoring individual books 13. Reading non-alphabetic 
symbols 


Relating Communication of Others to Self 


14. Listening to and reading language of others 
15. Comprehending what is heard and read 

16. Organizing ideas 

17. Assimilating and integrating ideas 

18. Searching out and reseaching multiple sources 
19. Responding in persona! ways 

20. Evaluating communication of others 


FIGURE3.1 Design for Total Language Arts/Communication Curriculum 
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Intended Audience 


Allen's Language Experience Approach can be used with students of all ages and abilities. 
It provides for a total language arts curriculum that can be implemented within a single 
group, a whole classroom, or across a whole school. The approach works with whole-class, 
group, or individual instruction. 


Description of the Procedures 


According to Allen, it is not his intention to suggest exactly how to develop a Language Ex- 
perience Approach, but to suggest ways in which it might be implemented. In so doing, he 
assumes that teachers understand the philosophy of this approach, its curriculum rationale, 
learning center organization, and the use of multiple materials. 

The language classroom proposed by Allen can be characterized by direct and indirect 
teaching activities within the framework of an instructional schedule. The direct and indirect 
teaching procedures entail the use of: (1) patterns of teacher-pupil interaction, (2) learning 
centers, and (3) planned programming. These provide the skeleton or organizational frame- 
work to which the instructional schedule clings. For purposes of discussion, the organiza- 
tional framework is presented, and a presentation of specific teaching suggestions follows. 


Organizational Framework 


1. Patterns of Teacher-Pupil Interactions. Depending upon the nature of the activity, 


Allen suggests whole-class, group, or individual organizational patterns. Whole-class ac- 
tivities are suggested for the following: 


. Reading aloud to or by children 

. Oral discussion of topics of interest 

. Oral composition of stories 

. Films, filmstrips, and other audiovisual presentations 

. Introduction and demonstrations of games or learning centers 
. Seminars on various skills 

. Singing, rhymes, choral reading, or unison reading 


Group activities are suggested for the following: 


. Teacher taking dictation for one child 

. Children working, reading, or playing games with each other 
. Teacher reading with individuals or groups 

. Meeting a group's skill needs 

. Completing work initiated with class 

. Editing manuscripts for publication 

. Planning and rehearsing dramatizations 


Individual activities are suggested for the following: 


a. Conferring with students about writing individual books 
b. Conferring with students concerning their progress 
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c. Helping with spelling or word recognition 
d. Taking dictation from individuals for whom sharing would be inappropriate 


2. Learning Centers. To meet the specific needs of the approach, Allen suggests and de- 
scribes a variety of permanent and temporary learning centers for the language classroom, 
Several of his suggestions are described below. 


a. Strand learning centers. Once children have internalized the curriculum rationale, 
large centers made up of subcenters are suggested for each strand. For example, within a 
larger center for self-expression (Strand 1), there might be various subcenters for directing 
art expression, creative writing, and creative dramatics. Within a center for language study 
(Strand 2), there might be subcenters for editing manuscripts, review of language skills, and 
dictation experiences. Within a third, larger center for reflection (Strand 3), there might be 
subcenters for leisure reading, puppets, listening, and reading instruction. 


b. The discussion center. Allen sees the discussion center as the hub of the language 
classroom. It is where the teacher introduces activities, stimulates interest, shares stories, 
establishes classroom procedures, and evaluates the program. It is where the students share 
and present ideas to other classmates. 


c. The arts and crafts center. An arts and crafts center is suggested to provide the stu- 
dents a “treasure house” of creative materials and to serve as a “launching pad” for expres- 
sion. This center is where children express themselves through various media within a 
recreational setting. Allen sees this expression as furnishing the raw materials essential for 
speaking, listening, reading, and writing. 


d. The discovery center. A discovery center serves to highlight the language of sci- 
ence and encourages children to discover new things or look at familiar things with new 
perspectives. Toward these ends, it is equipped with microscopes, magnifying glasses, and 
collections of plants, insects, and minerals. 


e. The dramatization center. A dramatization center serves to encourage children to 
discover themselves and relate to others through dramatization. The center is equipped with 
masks, puppets, and clothing. 


f. The language study center. A language study center provides students a variety of 
different activities by which to acquire aspects of language, such as word study, language 
anticipation, grammar, and sight words. 


g. Reading research center. A reading research center provides the students a place to 
browse, research, and read a variety of material. Intended for relaxation reading and re- 
search, it contains reference material, recreational reading materials, books written by the 
children, and magazines. 


h. Writing/publishing center. A writing/publishing center is a place where children 
find both resources and motivation. Here children are stimulated to write, edit, review, and 
publish manuscripts. Here, newspapers, magazines, and previously published books of 
other children might be located. 
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Allen provides a number of other suggestions for learning centers that might be activated 
with program planning. Among his major suggestions are a music center, a cooking center, 
a viewing/listening center, and, for relaxation and contemplation, a quiet place. 


3. Program Planning. Program planning is another essential aspect of Allen’s organi- 
zational framework for teaching reading as a language experience. Program planning 
serves to structure learning experiences; for this purpose, Allen provides guidelines for 
recording, charting, and implementing the language experience program. His specific 
guidelines include the following suggestions: 


a. Major language goals should be selected and implemented regularly and system- 
atically. For example, language goals should be selected from each of the three strands and 
emphasized for no less than one week. Over a month or six weeks, each of the twenty lan- 
guage experience substrands should be emphasized by the teacher. 


b. To serve the language concepts being emphasized, the teacher should develop 
learning centers to meet the students’ needs and adjust the class grouping plans to afford 
maximum benefits. 


€. Teacher-pupil interactions should be suited to the activities and needs of the students. 


d. Evaluation procedures should be selected that can assess the program in terms of 
its objectives. 


The chart in Figure 3.2 is suggested by Allen to guide program planning (Allen, 
1976, 88). 


Specific Teaching Suggestions. In addition to the organizational framework, Allen 
makes several specific teaching suggestions for establishing certain learning experiences. 
In an effort to provide a representative and detailed examination of some essential aspects 
of Allen’s approach, his suggestions for dictated stories are presented. 


Suggestions for Dictated Stories. Dictated stories are an integral part of Allen's lan- 
guage experience approach. They afford students the opportunity to learn about language 
through experiencing, studying, and reflecting on oral communications. 

Allen breaks his suggestions for dictated stories into thirteen basic steps. They are: 


1. Visit with the student for the purpose of discussing a topic of interest. Have students 
tell the names for things and describe their color, size, shape, function, parts, feelings, taste, 
smell, quantity, and related actions or events. 


2. Decide whether the goal is for the student to provide description or to tell a story of 
some kind. If telling a story is the goal, have the student tell the whole story; then decide 
whether to write all of the student's ideas or some of them. Allen points out that often the 
goals for the dictation can be served by writing only one or two of the student's ideas. As 
the stories or labels are written, the teacher and student should talk about the letters, their 
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Name Class Dates to 


Theme or language emphasis: 


Classroom Learning Centers 
Organization* Activatedt (with Evaluationt 
Activities from materials and 
the Three Strands | TC | SG | | equipment needed) In | CR | St | PC 
Experiencing 


communication 


Studying 
communication 


Relating 
communication 
of others to self 


Other activities 


*TC - total class tLearning centers available: Discussion, Arts — tIn — informal inventory 


SG - small group and Crafts, Cooking, Dramatization, Game, CR - criterion reference 
l- individuals | Reading/Research, Viewing/Listening, St - standardized test 
Writing/Publishing, A Quiet Place PC - personal conference 


FIGURE3.2 Chart to Guide Program Planning 
Source: Allen (1976); reprinted by permission. 


names, their formation, the sounds they represent, and their structure. As Allen (1973) 
suggests: 


Talk about alphabet symbols you are using to represent the sounds the child made. (Let other 
children listen.) Let it be known that the letters have names, that some words begin with cap- 
ital letters, that the same letters are used over and over as the first letters of words, that the 
same words appear over and over, that some ending sounds appear over and over, and they 
may tell us “how many” or “when.” (p. 1) 


3. After writing the story or the student's ideas, read the text back to the student and ask 
if the text is what the students sai”. The student might be asked to read along or to read some 
words or sentences alone. 
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4. Display the students' ideas or stories in the room and invite the students either to tell 
about their ideas or stories or to read them to the group. Some sentences might be read in 


` unison to show the proper phrasing during reading. Have students compare their stories for 


word study. For example, students might study two or three characteristics of words, such 
as words that are the same, words that rhyme, words that begin or end the same, words with 
similar meanings, and words that are names. Allen suggests that teachers and students 
might identify these characteristics by underlining with different-colored pens. 


5. Students might be invited either to read words, phrases, or sentences, or to read along 
in unison. Allen points out that involvement is more important at this point than correctness 
or the identification of poor readers. 


6. The teacher or students might identify words that appear five or more times in stu- 
dents’ stories and place them on a chart entitled “Words We All Use.” Allen suggests this 
chart can be used as an aid for developing a reading vocabulary, as a source for word games, 
as a resource for the correct spelling of words, and as a way to determine if the student is 
ready for book reading. In terms of the latter purpose, Allen suggests a student is ready for 
book reading only when the vocabulary on this chart matches the vocabulary of books. 


7. The students' dictated stories are copied onto ditto masters, duplicated, bound, and 
distributed to each student. Eight or ten stories are suggested for each book. 


8. When students become interested in writing, Allen suggests that they trace their 
recorded story. 


9. After tracing, students might be encouraged to copy stories on spaces left between 
each line. 


10. The students move from copying below each line to copying on a separate sheet of 
paper. 
11. The students write their own stories on the chalkboard. 


12. A group or the whole class listens to the stories and makes suggestions for editing. 
The edited story is written on a story strip and displayed. 


13. Students involve themselves in writing and refining their own stories at the writing 
center. For students who cannot write, the writing center can include independent tracing, 
copying, and other activities. 


Cautions and Comments 


Allen (1976) suggests that certain features about the Language Experience Approach to 
teaching communication distinguish it from traditional approaches to reading and from 
other aspects of language experience approaches. These features include: 


1. Students' oral language grows and is used to develop language acquisition, produc- 
tion, recognition, and prediction abilities. 


2. Vocabulary control occurs naturally rather than artificially through the students' nat- 
ural use and acquisition of the vocabulary they use. 
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3. Students’ vocabulary acquisition is accelerated through developing an understanding 
of words and language, rather than through drills. 


4, Individualization, grouping, and teaching patterns vary with students’ individual and 
group needs and not solely with their abilities. 


5, In comparison to other Language Experience Approaches, the language experience 
approach to teaching communication affords a comprehensive curriculum design for creat- 
ing learning environments and for screening activities. 


6. Word identification skills are taught directly and in relationship to writing and spelling. 


7. Students initially read familiar rather than unfamiliar story material. This provides 
them with a basis and the confidence for reading other material. 


8. Students read initially within the context of their own linguistic environment, rather 
than within a Janguage environment that is unfamiliar to them. 


9. Students learn about language through expression and through exposure to the vari- 
ous language media. These experiences afford them an understanding of language patterns 
and the writing system. 


10. Students gain exposure to a wide variety of reading material, including newspapers, 
magazines, recreational reading material, reference material, and stories written by their 
peers. 


11. The use of a variety of multimedia materials stimulates the students’ interests and 
expression. 


12. Students are afforded opportunities to become fully involved in personalized learning 
experiences. Their ideas are valued and used as the basis for these experiences. 


43. Students internalize a pattern of thinking about reading. This pattern suggests that 
ideas can be spoken, written, or read. 


14. Students learn to read as a result of their increased sensitivity to their environment, 
their language, and their discovery of how reading meets their personal needs. 


The approach does distinguish itself from other traditional approaches to teaching reading 
and from other Language Experience Approaches. It does, as Allen suggests, provide teach- 
ers a wealth of suggestions for implementing a comprehensive language-arts-based ap- 
proach to teaching reading. But certain of these suggestions might be questioned. For 
example, Allen states that reading, writing, speaking, and listening are closely interrelated. 
However, he assumes that in practice these activities can be taught concurrently and inter- 
changeably. During the dictation of a story, the teacher would refer students to a study of § 
how letters are formed and how they sound. As Smith (1973) suggests, reading, writing, 
speaking, and listening should not be taught concurrently when the interchange detracts 
from meaningful and purposeful communication. The emphasis on the mechanics of writ- | 
ing would tend to do just that. Perhaps subsequent revisions of this approach could place | 
more stress on using “invented spellings” which, in turn, would diminish the need for dic- 4 
tation and require a reconsideration of the emphasis on mechanics. 
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Other examples of questionable practices include Allen’s suggestions for direct rather 
than indirect word identification skills instruction, his emphasis upon words and the acqui- 
sition of a sight vocabulary, and his suggested use of choral and unison reading. Again, ad- 
vocates of a psycholinguistic notion of reading (Smith, 1973) would claim this approach 
overemphasizes the mechanics of word-perfect reading. 

Research evidence to support Allen’s approach is rather limited, and what is available 
tends to be negative (Kendrick and Bennett, 1966). In defense of Allen, the research that has 
been implemented has seemed rather insensitive to the subtleties of the goals he outlined. 
Measurement procedures and analysis techniques have seemed inadequate to truly evaluate 
the effectiveness of this approach. 

Allen did not invent the Language Experience Approach, but he should be given a 
great deal of credit for its emergence, popularity, and evolution. His Language Experience 
Approach to teaching communication represents his most recent efforts and his response to 
demands for a more comprehensive and structured language experience approach. The 
enigma of the approach may be that while it is not sufficiently prescriptive for some teach- 
ers, it may be too prescriptive for others. 

Sampson, Allen, and Sampson (1991) bring some new issues to using Allen’s Lan- 
guage Experience Approach. They suggest that this approach is particularly good for sup- 
porting students from diverse cultural and linguistic backgrounds: 


Meaning-centered curricula value the differences that children bring to the classroom. Many 
children have failed in school because . . . their language and culture were rejected as new 
language and new ways were imposed on them. They were considered deficient, and many 
failed because their self-esteem was destroyed and because the techniques used to teach a 
second language of “standard English” were so different from the way they had learned their 
first language. (p. 358) 


Difference is not only inevitable in the classroom, it is valuable. The different lives children 
lead allow them to bring many different experiences into the classroom to share; when the 
class values children’s experiences, it is enriched by them as well. Further, as Dyson (1989) 
points out, children acquire literacy in connection with their experiences; a classroom that 
values children’s experiences is one that gives children, as Dyson says, a literacy that “may 
be more likely to grow with them into their tomorrows” (p. 276). 

Sampson, Allen, and Sampson (1991) also discuss the use of computer technology in 
relation to the Language Experience Approach. They describe several software packages 
that are available, software that is several steps beyond the early “skill and drill” packages 
that used to characterize “educational” software. Because the software arena is changing so 
quickly, the software packages will be discussed as types of software rather than in terms of . 
specific packages. Other types of software that may be useful and interesting to students are 
being developed very rapidly; this list, then, is provisional. 


a Word processing programs. These allow teachers to record children’s dictated texts 
and to print out typed copies. Word processing programs designed for children are easy to 
use and allow children to edit their texts very easily. Some word processors include speech 
synthesizers, which allow the computer to read the text out loud. Although speech synthesis 
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can be problematic, some speech synthesis programs allow the teacher to correct the com- 
puter's pronunciation. 


= Text development software. These are more than word processors. They often have a 
graphics package, which allows the children to combine words and pictures in their work. 
For example, some packages help children to create comic books; the graphics include 
characters drawn in comic book style and speech balloons for the texts that children write, 
Story development software allows children to create their own stories and to select from 
graphics libraries to illustrate their stories. 


m Fiction software. Story exploration software connects with children’s books and al- 
lows children to extend their reading experiences through further exploration of the world 
of the particular story. Some of the stories currently available are not very engaging for chil- 
dren. Adventure games may use a story world or a new world. Children interact with that 
world through text and pictures. Children control the plot and often write in conjunction 
with using choose-your-own-adventure-type stories or open-ended adventure stories, 


In his review of the use of computers in teaching language arts, Bruce (1991) mentions five 
possible roles for the computer: 


1. A tutor. It can individualize instruction, provide learning material at a controlled pace, 
and record student progress." 

2. A tool. Yt aids in reading; it allows students to produce and format texts easily; it facili- 
tates revision of texts; it checks for spelling errors. It stores in a compact and easily 
accessible form all sorts of information that learners need, from style sheets to encyclo- 
pedic data. 

3. Away to explore language. It makes the regularities, the beauties, and the difficulties of lan- 
guage something that students can examine and interact with in new ways. 

4. Amedium. It makes possible new modes of communication, and “hypertexts,” or "hyper- 
media,” which allow the intermixing of tables, charts, graphs, pictures, sounds, video, 
and text. 

5, An environment for communication. It is a new social realm that permits new forms of 
meaningful communication and reconfigures the relationship among students and teach- 
ers. (p. 536) [italics original] 


Computer technology can be a valued asset in classrooms in which Allen’s Language Ex- 
perience Approach is being used. 

Finally, Allen's Language Experience Approach is congruent with and might be used 
in conjunction with other reading strategies, e.g., Whole-Language, Theme-Based Units, 
and the Author-Reader-Inquirer Cycle. 
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Organic Reading (Ashton-Warner, 1958) is an experience-centered approach to reading in- 
struction based upon Sylvia Ashton-Warner's twenty-four years of teaching experiences 
with New Zealand Maori children. It is designed to provide a bridge from the known to the 
unknown, a bridge that can help students move from their own experiences to sharing the 


written experiences of others. 


Rationale 


In her various books, Spinster (1958), Teacher (1963), and Spearpoint (1972), Ashton- 
Warner presents the rationale and details of her procedure. She states that Organic Reading 
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is derived from the notion that learning experiences should begin with the "intrinsic" rather 
than with the “extrinsic”; she suggests that students should relate to their own innermost 
thoughts before relating to the thoughts of others. Her goal as a teacher is to “release” the 
native imagery and use it for working material (Ashton-Warner, 1972, 17). 

Along this line of reasoning, the student’s initial exposure to reading should afford an 
organic, instinctive reaction to reading. As Ashton-Warner suggests: 


First words must mean something to a child. First words must have intense meaning for a 
child. They must be a part of his being. 

How much hangs on the love of reading, the instinctive inclination to hold a book! In- 
stinctive. That's what it must be. The reaching out for a book needs to become an organic ac- 
tion, which can happen at this yet formative age. Pleasant words won't do. Respectable words 
won't do. They must be words organically tied up, organically born from the dynamic life it- 
self. They must be words that are already part of the child's being. (Ashton-Warner, 1963, 30) 


Ashton-Warner claims that the longer the student's reading is organic, the stronger it 
will become. She suggests that teachers should reach into the minds of students to touch this 
key vocabulary; when a number of words are acquired, students should be given opportuni- 
ties to write and read stories based upon this vocabulary. Ashton-Warner suggests that in so 
doing, the foundation to a lifetime of reading can be laid. 


Intended Audience 


Organic Reading is suited for use on either an individual, a group, or a classroom basis with 
any student. It was proposed as a beginning reading method with children from divergent 
cultures, specifically New Zealand Maori children, but has also been used in the United 
States. 


Description of the Procedures 


Sylvia Ashton-Warner describes the Organic Reading Approach as integral to the total cur- 
riculum. Organic reading would be one aspect of the organic teaching program. During a 
school day, students would be scheduled to do “organic work" and “standard work.” Both 
these aspects of the school program would involve what Ashton- Warner refers to as “input” 
and “output” periods. As suggested by Ashton- Warner, the typical school day would entail 
the following activities (1963, 101): 


Typical Day's Activities 
Morning 


Organic Work 
Output period (approximately 1 hour, 45 minutes) 
m conversation, art activities, craft activities, singing, creative dance, key vocabulary, 
organic vocabulary, etc. 


Input period (approximately 1 hour) 
m key vocabulary (for little ones), organic vocabulary, organic discussion, stories, 
pictures, etc. 
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Afternoon 


Standard work 
Output period (approximately 1 hour) 
m nature study and numbers 


Input period (approximately 50 minutes) 
m standard vocabulary, standard reading, Maori book vocabulary and reading, sup- 
plementary reading, stories, songs, poems, letters (for little ones) 


Organic Reading involves four movements or periods in the student's development. The 
first movement begins with the students' generating words they wish to learn. The latter 
movements involve the students in writing and reading stories. 


First Movement. The first movement entails, as Ashton-Warner puts it, reaching into the 
child's "inner mind" to discover the child's key vocabulary. Ashton-Warner suggests that 
each student has a key vocabulary, which, if it is to be reached, requires a great deal of 
teacher sensitivity and patience. It is probed during the morning output period when the 
teacher holds personal conferences with each student. The teacher elicits these key words 
from the student and writes each on a 12 x 5-inch card as it is spoken. The student then takes 
the work, traces it, studies it, and, when ready to move on to other activities, places it in the 
teacher's word box. 

Later that same morning, each student is given further experiences with these same 
words. Namely, a check is made to see if the words are remembered. An opportunity is 
given for the student to use them in organic writing and spelling activities. In the latter ac- 
tivities, the student will: (1) write either a sentence or a story using the key vocabulary 
words and (2) be presented with the words for either naming or spelling. The chalkboard 
rather than paper is used extensively for these activities. 

Several other techniques are used to learn and check each student's key vocabulary. 
At the beginning of each school day, students receive their cards mixed together and emp- 
tied on the classroom floor. When the students enter, they have to scramble to find their own 
word cards. Ashton-Warner suggests that the recalled cards represent the student's “living” 
key vocabulary. Following this line of reasoning, words.that are not recalled are removed 
and destroyed. To facilitate further learning, each student then sits with a partner, and they 
hear and help each other say their words. 

According to Ashton-Warner, each student's key vocabulary reflects the student's 
inner self. The words in this key vocabulary center upon the student's primitive instincts. 
Specifically, they reflect ideas related to fear and sex. Among the fear words often sug- 
gested were ghost, frightened, cry, and wild. Among the sex words often suggested were 
kiss, love, dance, and together. 


Second Movement. As the students’ vocabulary develops, they progress through the other 
movements. By the time the second movement has been reached, the student has acquired a 
sizable key vocabulary and has begun suggesting words from “outside” rather than “inside,” 
such as happy days and snowy mountains. In this movement, the use of two words replaces 
the use of single words; longer, yellow cards replace the white word cards. The student again 
traces the words written on the card, puts them in a story, and, during the morning input 
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period, writes them on the chalkboard and spells them. Early every morning, the students 
will once again arrive to find their new cards piled on the floor and will begin a search for 
them. During this movement, the students begin to read either homemade or teacher-made 
books that use key vocabulary words. These are the students' stories, made from their own 
words by their teacher or their parents. The students read these books to themselves and each 
other. 


Third and Fourth Movements. As the students continue to progress, they move through 
Ashton-Warner's third and fourth movements. During these movements, the student pro- 
gresses from writing his or her own small stories with teacher assistance to writing small 
stories without teacher assistance to writing rather sophisticated stories. 

During these movements the student's vocabulary is ever changing; Ashton-Warner 

-suggests that words appear and disappear with their changing appeal. Whenever the student 
adds a new word, the teacher writes it in the back of the student's own story book. These 
back pages assume the role of a personal dictionary for the student. 

During these movements, time is also allotted to vocabulary building, reading, shar- 
ing, and discussing stories. During vocabulary periods, students write their words on the 
chalkboard and spell them aloud. During organic reading and sharing, students not only 
read and master their own stories but also share them with others. Following organic read- 
ing and sharing, the students discuss each other's stories, then proceed to use the Maori 
readers. These readers contain stories collected from the work of previous children. They 
are intended as an introduction to reading published books. 

During the afternoon input and output periods, the students are presented with standard 
school experiences in accordance with their level of development. These experiences purport 
to introduce the students to the culture at large. Experiences would include nature study, num- 
bers, standard vocabulary, standard reading, listening experiences, songs, and poems. For stu- 
dents at the key vocabulary level, they would also include letter-writing activities. 


Cautions and Comments 


There have been a number of evaluations of Ashton-Warner's ideas (Packer, 1970; Du- 
quette, 1972). These evaluations have yielded mixed results in terms of the carry-over ofthe j 
approach to published reading programs, but they do support Ashton-Warner's claim that 1 
her approach affords a more enjoyable and meaningful approach to developing beginning j 
readers’ attitudes and abilities. As she suggests in her own evaluation of the use of the ap- 1 
proach with American children (1972), Organic Reading may have differential success in 
accordance with the general attitude and desire of children for learning. 1 

Teachers should recognize that the approach necessitates a great deal of daily prepa- 
ration. Teachers would have to be aware of and record each student's developmental level j 
and scheduled activities, and, in particular, to teach the student's key vocabulary. Teachers 
would need to be able to provide the mechanisms for generating stories based upon the stu- 
dents’ vocabularies and for having students write their own stories. 

It should be noted that certain aspects of Ashton-Warner's approach lack adequate de- 
velopment. For example, while her suggestions for using and generating key vocabulary 
seem reasonable, some of her proposed methods are ill-defined and poorly reasoned. In 1 
places her approach lacks sufficient definition to be understood or implemented, and some 
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lents 3 of her suggestions lack a base either in theory or in research, e.g., her procedures for spelling 
h for 1 and writing words. 

nade 1 As with other language experience approaches (see introduction to this unit), com- 
own 1 puter technology can be helpful in the implementation of this strategy. Desktop publishing 


each 3 programs and versatile word processing programs (those that allow the user a lot of flexi- 
bility in formatting) can expedite the making of books. Word processing can be used to keep 


track of students’ vocabulary, as well. 


ough 1 Given that Ashton-Warner developed her reading method as she was teaching a group 

pro- 1 of minority children in New Zealand, she has a new historical presence in the current efforts 

mall q to respond to the needs of children in culturally diverse classrooms. One finds congruencies 

1 between Ashton-Warner's method and the three principles that Farr (1991) suggests are im- 

arner 1 portant in the effective teaching of language arts to nonmainstream students: 

ident 

'hese 4 The most important principle of effective instruction for nonmainstream students is that of 

ethnosensitivity. . . . It is crucial that teachers understand that their own views of the world, 

shar- 1 or ways of using language in that world, are not necessarily shared by others. . . . A second 

1 the ; principle involves structuring activities that comprise functional and interactive communi- 

cation and allow students to feel "ownership" of their own writing. That is, writing intended 

only as actual communication is much more effective in engaging students in literacy learning. A 

m third principle is . . . the need for abundant experience with written texts. Such texts are re- 
aori 


plete with the linguistic responses of Western literacy. ... The more experience students 
They have with such texts, the more easily they will acquire the particular linguistic devices and 
j cultural orientation that they contain. (pp. 368-369) 


idard i 
rport i Like other language experience approaches, Ashton-Warner's approach does not simply cre- 
yum- i ate a "tolerance" in the classroom for cultural diversity, it actually uses children's own expe- 
r stu- riences as a basis from which to build learning. Cultural diversity in the classroom becomes 
a strength. 
Finally, as Veatch (1991) points out, Ashton-Warner’s work is compatible with the 
Whole-Language approach. It is also compatible with other reading strategies, notably, 
Reading-Writing Workshop, Author-Reader-Inquirer Cycle, and Theme-Based Units. 
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Stauffer's Language-Experience Approach 


Purpose 


The purpose of the Language-Experience Approach advocated by Russell Stauffer (1970) 
is to take advantage of the linguistic, intellectual, social, and cultural wealth a student 
brings to school so that the transfer from oral language to written language can be made. 


Rationale 


In the preface to his book The Language-Experience Approach to the Teaching of Reading 
(1970), Stauffer makes the following statement: 


The best label that can be applied to the Language-Experience Approach is “The Eclectic 
Approach to Reading Instruction.” It embraces the best practices regardless of their sources 
and does so in a functional communication-oriented way. 


He suggests that essential to the Language-Experience Approach are the relationships that 
exist among language, thought, and experience, and among the communicative skills of 
reading, writing, speaking, and listening. More specifically, he suggests: 


1. Reading, writing, speaking, and listening occur within the context of purposeful 
communication. 

2. The interests, curiosities, creativity, culture, capacity, percepts, and concepts of each in- 
dividual are used. 

3. The use of word recognition and word identification is developed in a meaningful con- 
text ensuring the use of meaning clues. 

4. Reading skills which are taught are assimilated and used. 

. Individual interests and understandings are extended and refined. . 

6. An appreciation of the value and uses of reading is afforded. 
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To these ends, the Language-Experience Approach is a total language arts approach that re- 
lies heavily upon dictated stories, word banks, and creative writing. 


Intended Audience 


The Language-Experience Approach is designed for use as a beginning reading approach 
with students of various ages and abilities. It is appropriate for use either on a one-to-one, 
a group, or a whole-class basis. The Language-Experience Approach has been used with 
a wide variety of students, from kindergarten through middle school, and with students of 
varying abilities. Several variations of the Language-Experience Approach have been 
found to be successful with students who have language deficiencies (e.g., Franklin, 
1992, and Leverett and Diefendorf, 1992). In a case study of a child with severe expres- 
sive language delay and a phonological disorder, Franklin records the importance of the 
Language-Experience Approach to the child’s progress: 


Ryan’s teacher also took dictation from the individual children in her group each week, 
which proved to be an important tool for Ryan’s development in written language. In Oc- 
tober of the second year, when Ryan reread his dictations during sharing time, he began to 
sweep his finger under the words as he had seen his teacher do when she reread language 
experience stories. By February, he began to add his own writing to his dictations and 
drawings. . . . A year later, Ryan began to prefer to do his own writing rather than dictate. 
(p. 47) 


Additionally, Leverett and Diefendorf (1992) suggest that the Language-Experience Ap- 
proach provides children who have language deficiencies with both common language to 
use about shared experiences and an individualized approach to reading. Finally, Dixon and 
Nessel (1983) have used a variation of Stauffer's approach for English as second-language 
learners. 


Description of the Procedures 


The following description of Stauffer's Language-Experience Approach is not intended to 
be exhaustive but instead to represent its major characteristics. The interested reader is di- 
rected to Stauffer's book The Language-Experience Approach to the Teaching of Reading 
(1970) for further details. Those aspects we will discuss include: (1) dictated experience 
stories, (2) word banks, and (3) creative writing. i 


1. Dictated Experience Stories. Dictated experience stories are the core of Stauffer’s 
Language-Experience Approach. They provide students with the opportunity to learn to 
read much as they learn to talk. They also provide a means of getting started with reading 
and for developing, refining, and extending reading skills. 

As a way of getting started, Stauffer suggests the use of whole-class dictated stories. 
During the first few weeks, the whole-class dictated stories provide the students an oppor- 
tunity to become familiar with the procedure and to get acquainted with each other linguis- 
tically, culturally, and socially. Once familiar with the procedure, the students engage in 
group-dictated stories and, ideally, individual-dictated stories. 
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Across whole-class-, group-, and individual-dictated experience stories, the proce- 
dures used by the teacher are quite similar. For this reason, they will be discussed together. 


a. Generating the dictated experience story. To generate the dictated experience story 
requires that the teacher locate a stimulus with which the student can associate and through 
which, Stauffer suggests, students can "examine more carefully the world about them, to see 
new horizons, to view the past and the future, and to act upon it intellectually" (Stauffer, 1970, 
55). The stimulus might be an event, an idea, or a concrete object. It might involve something 
the students can see, touch, or feel, and, with the help of teacher questioning, discuss. 

When the teacher feels the students are able and willing to generate some dictation, 
the stimulus is put aside and the students gather around a chart set up for dictation. For 
class-dictated stories, a lined chart approximately 2 x 3 feet is suggested; for group-dictated 
stories a chart approximately 12 x 15 inches. For individual-dictated stories, letter-size 
paper is suggested. 

The teacher now asks the students to tell about the stimulus; as the students offer 
ideas, these are recorded by the teacher. In a whole-class or a group situation, only selected 
students would be given an opportunity to dictate sentences. Once the several sentences are 
recorded, the teacher might terminate the generation activity and reread the sentences to 
check if the recorded ideas are stated appropriately. 


b. Reading the story and follow-up activities. Once the students' dictated story is 
completed, it is read. First the teacher reads the story; then the teacher and students read the 
story in unison. As the story is read and read again, the teacher points to each word. The 
teacher may then direct the students to draw a picture depicting their story, to identify 
known words in the story, or to begin other activities. 


On the second day, the students are again referred to their dictated experience story. 
If the story is a class effort, the class is first divided into groups, with at least one child who 
contributes to the story in each group. Typically, the activities of the second day are se- 
quenced in this way: 


1. Each student follows along, either individually or in groups, as the teacher reads their 
individual, group, or class stories. 


2. Asthe teacher points to each word, the story is read by the teacher and student in unison. 


3. The whole story or portions of the story are read by selected individuals or by the au- 
thor of the story. 


4. The students match, name, or locate selected words. 
5. The students locate and underline words they know or the whole group knows. 


6. To check on known words, the teacher has the student(s) reread the dictated story 
orally. If the student fails to recognize a word previously underlined, the underlining is 
crossed, e.g., donkey. This marking indicates that donkey is no longer a known word. 


On the third day, students in the class are given the opportunity to do more intense 
study of their stories. When stories are dictated with the whole class, the téacher reproduces 
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the story and distributes it to each student. Individually, students read over the story and un- 
derline known words. Stories are then placed in class and personal folders. The students 
whose stories are generated individually or in a group are given an opportunity to reread 
their stories and check (after a reasonable "forgetting period") whether they still remember 
their words from the previous day. For the purpose of providing a schedule for group dicta- 
tion, Stauffer (1970) suggests the following activities across a week: 


Group Dictating Study 
GroupI Group IV 
(least mature) Group II Group IT (most mature) 
Monday dictating other activities other activities dictating 
Tuesday re-reading and dictating dictating re-reading and 
word study word study 
Wednesday re-reading and re-reading and re-reading and other activities 
word study word study word study 
"Thursday dictating re-reading and other activities dictating 
word study 
Friday re-reading and dictating dictating re-reading and 
word study word study 


2. Word Banks. As Stauffer describes the word-bank file, it is “a personalized record of 
words a pupil has learned to read or recognize at sight" (Stauffer, 1970, 74). The file of 
words emanates from the dictated stories generated by the student. It includes only words 
that the student has identified as being known across successive days. These are words that 
have been underlined at least twice. As a check on the students' recognition of these words, 
the teacher has them identify their words. For this purpose, a small window card is sug- 
gested (see Figure 3.3). The window frame is placed over each underlined word in random 
order. The random ordering of presentation prevents the student's use of context. 

The students’ known words form the deposits and reserves of their individual word 
banks. Each known word is written or typed on a card (approximately 3/8 x 1 1/2 inches) 
and filed. As the word bank expands beyond thirty cards, an alphabetic filing system is in- 
troduced. Thus, each student gains a personalized file of known words, which acts both as 
a resource and as a dictionary. To use the word bank cards as a resource, Stauffer suggests 
a variety of activities: composing stories, word attack activities, discrimination activities, 
categorization activities, and finding other occurrences of the words in print. 


3. Creative Writing. Another facet of Stauffer’s Language-Experience Approach grows 
out of the students’ word banks—creative writing. Stauffer defines creative writing as “a 
composition that reflects a child’s own choice of words, ideas, order, spelling, and punctu- 
ation" (Stauffer, 1970, 78). . 


NEC 


Window Card 


Henry 


He is an ant that | keep in an 
ant house beside my bed. He has 
six legs and is brown and red. 


FIGURE3. Window Card for the Word-Bank File 


The students' first encounter with writing is expected to occur with the writing of 
names and recognition of words. But creative word usage begins with the construction of | 
sentences from words in the word banks. Using their word cards, students’ first creative 
writing experiences occur when they lay out simple sentences and stories with their cards. | 
When a word not in their card bank is required, they begin to learn to write and spell, using 4 
their new word recognition skills. Y 

To begin creative writing experiences, Stauffer suggests the use of 12 x 18-inch 
paper. To provide a space for illustration, he suggests leaving the top half unlined. To guide 
lettering and to afford ample spacing between lines, he suggests ruling five lines with 3/4- | 
inch spacing, and lines 3/8-inch wide between each two of these lines across the bottom of : 
the page. 

As described by Stauffer (1970, 82-83), the following guidelines may help the teacher 4 
in developing creative writing abilities from these beginnings: 


a. Students should want to write rather than be coerced into writing. 


b. Instructions to students should be simple and direct. 


c. Creative writing topics may be suggested, but students should be encouraged to 
write about anything they wish. 


d. Students should be encouraged to write legibly and spell accurately, but not at the 
expense of interfering with the flow of their ideas. 


e. Students’ ideas should be encouraged to flow freely through teacher assistance and 
questioning when needed. 


f. Students’ writing should be evaluated in terms of quality of expression and not 
purely by “adult standards.” 2 
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Cautions and Comments 


Stauffer’s Language-Experience Approach provides the teacher with a comprehensive, 
well-articulated, and experience-based language-arts program for initial reading. The ap- 
proach seems suitable for use with students of varying ages and capabilities. It provides for 
a variety of language-experience activities in all four facets of the language arts. Eventually 
it may be used either to supplement or to substitute for a total reading program. Stauffer's 
approach affords incidental instruction for the development, extension, and refinement of 
word identification skills, spelling skills, writing skills, concept development skills, and 
general comprehension. 

As evidence of the approach's use and value, Stauffer provides a wealth of actual ex- 
amples taken from teachers in different settings and also cites theory and research. Several 
related research studies are abstracted in the appendices to his book (Stauffer, 1970). 

However, the approach does seem to have at least one major shortcoming. Namely, it 
appears that the approach places an undue emphasis on the recognition of isolated words. 
This emphasis occurs in the pointing to words during reading, in the identification and mas- 
tery of single words, and in the word banks composed of single, known words. Students with 
whom the approach is used are in danger of becoming nonfluent readers and word callers, if 
they give each word the power these activities suggest. If reading for meaning is our goal, the 
approach should place less emphasis upon word-perfect reading and the acquisition of sin- 
gle, known words and should give more emphasis to reading with understanding. 

There are some concerns to consider in the practice of this strategy. Since the 
Language-Experience Approach relies on using children's own words and sentence patterns, 
teachers are cautioned to be sure they are using the child's own syntax and vocabulary, even if 
those language patterns are not shared by the teacher. This process requires careful listening 
to the child, since it is so easy to automatically "correct" regionalisms or ethnic dialects to 
"standard" English. The power of the Language-Experience Approach is that the child can 
read what she wrote because it is her language; if “I be six” is “corrected” to “I am six,” the 
child will not be reading and will have to be corrected when she produces "her" sentence. 

Obviously, using children's own language may be problematic in the classroom if the 
child uses offensive language or if the child chooses a subject matter that is not appropriate 
to the classroom. In these situations, the teacher may negotiate with the child about differ- 
ent ways to say something or the subject matter of a text. Again, this must be done in a non- 
judgmental fashion (e.g., "Can you think of another word to use?"). Jf a story is not 
appropriate for general classroom consumption, you may want to encourage the child to tell 
that story in a different context and to choose another story for reading work (e.g., “Have 
you told your mom how you feel about that?"). 

Computer technology, as was pointed out in the introduction to this unit, can be used 
with language-experience approaches. Casey (1984) used a computer not only in the process 
of working with print but also as the subject of the language experience. Certainly classroom 
resources such as informational texts on CD-ROM can be exciting experiences about which 
children may want to write. Fiction software (as described in Sampson, Allen, and Sampson, 
1991) in which children interact with stories on the computer (e.g., “adventure” games) 
might also be good subjects for language experience stories. Stratton, Grindler, and Postell 
(1992) combined word processing and photography in a Language-Experience Approach 
with middle school students. 
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Word processing and desktop publishing are helpful resources for making children's 
language experience stories into books and for keeping track of children's vocabularies, 
Additionally, word processing features, such as spelling checkers and the ability to cut and { 
paste text, help children to create quality texts with much less frustration than the texts they | 
create in hand-writing. ] 

Word processing may be particularly helpful in the Language-Experience Approach, 
Although the process of keyboarding is a concern for many teachers (should children use a 
computer before they know how to type correctly?) the word processor is less frustrating than | 
hand-writing for many children, and the computer itself is intrinsically motivating. The multi- 
media capabilities of computers (e.g., combinations of hypertext, animation, video, written | 
text, still images, and sound bytes) lend themselves to the Language-Experience Approach. 

Finally, the Language-Experience Approach is congruent with and supportive of other | 
reading approaches, especially Whole-Language, Theme-Based Units, and the Author. 4 


Reader-Inquirer Cycle. 
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dren’s Shared Book Experience 
laries. 1 
ut and 1 Purpose 
s they Shared Book Experience is an attempt to adapt the principles of early book experiences be- 
ioadh: tween parent and child to the classroom and to refine the procedures to be a very powerful 
russa system of learning. As described by David Doake and Donald Holdaway, Shared Book Ex- 
g than perience is intended as a means of affording groups of students early reading experiences 
multi- that are intimate and that dovetail with other language activities. 
vritten 
yach. i Rationale 
f other j 
uthor- i Shared Book Experience began in New Zealand in an attempt to unite the language learn- 
: ing experiences of students by shifting to the center of early reading experiences "the en- 
joyment of a rich, open literature of favorite stories, poems and songs" (Park, 1982). 
Holdaway (1979), who has been one of the major advocates of this approach, has suggested 
that the model underlying the Shared Book Experience has its roots in the same develop- 
mental tenets of learning spoken language and acquiring other learnings. He suggests, for 
example, that Shared Book Experience has its basis in learning experiences similar to the 
nguage bedtime story situation. Just as it is important for a bedtime story to be enjoyable, interest- 
proach. ing, and presented in relaxed circumstances, so Holdaway argues that stories should be in- 
grams. troduced to classes in a relaxed, nonthreatening, and motivating setting. Similarly, the 
ciation. read-it-again phenomenon, which is a characteristic of bedtime stories, is integral to maxi- 
s Stauf- mizing the utility of stories. In particular, stories that students look forward to rereading can 
ygnitive be used: (1) as independent reading material, even if children role-play as readers, and (2) to 
38, Pre- focus the reader's attention on certain aspects of the text; for example, words and pre- 
auffer's dictable features of language. 
The major tools of the Shared Book Experience are what might be considered over- 
d bed sized books. These books are intended to be at the center of the reading and writing pro- 
| of th ë gram. They serve two basic functions: They take advantage of good literature, and they 
; capitalize upon the social dynamics of a classroom. Indeed, the initial name for Shared 
fective- Book Experience was “cooperative reading.” The rationale behind the enlarged text is, as 
ipu the New Zealand Department of Education has suggested: 
ed into 
10—746. y S i ; . n 
er's ap- When a teacher is working with an enlarged text . . . the right climate and the right auditory 
reading and visual conditions exist for effective skills teaching. The enlargement of print enables 
precise, accurate attention to be focussed on word and every letter detail. (p. 3) 
fective- 
ne As the above comments suggest, Shared Book Experience is not seen as separate from other 
38499. : aspects of the reading and writing program. Doake (1985) and Holdaway (1979) have 
indings 1 viewed the use of Shared Book Experience as working hand in hand with a language expe- 
: rience approach and as a precursor to individualized reading. In Figure 3.4 Holdaway has 
|. 1992. depicted how the Shared Book Experience might work in conjunction with other activities. 
ual Ue Apart from this general depiction of the interrelationships, Holdaway has discussed at 
Pe length a number of reading and writing activities that might use the raw material of the 
books as their base. : 
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FIGURE 3.4 Balancing Approaches and Materials 


Holdaway has claimed that there are innumerable benefits that might be accrued from 
the use of the Shared Book Experience. His suggestion of the benefits and their cyclic na- 
ture are presented in Figure 3.5. At the heart of his advocacy of the Shared Book Experience 
is his belief, as he has stated, that: 


Gathered around a book as a natural, sharing community children learn more from partici- 
pation than from direct instruction: they learn from the teacher's model, from their own sen- 
sible involvement, and from each other, without any sense of compctition or pressure. They 
also learn from judicious instruction which is more intelligible because of its real and obvi- 
ous purposes. (Park, 1982, 819) 


Slaughter (1993) suggests that the importance of this technique “is its sequencing of 
instruction. Children first become familiar with an entire story; teachers then use this fa- 
miliarity to help students attend gradually to smaller segments of text—sentences first, then 
phrases and words within sentences, and finally letters within words” (p. 7). 

Shared Book Experiences enable children to “become readers competent in themselves 
and their developing abilities, enjoy predictable stories, participate in meaningful, goal- 
directed activities, develop a sense of belonging within the classroom community, never 
experience a feeling of failure since reading is encouraged—never demanded—therefore, cre- 
ating an atmosphere conducive to learning” (Slaughter, 1993, 12). 
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FIGURE 3.5 The Cycle of Success in Shared Book Experience 
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Strickland and Morrow (1989) maintain that reading to young children "increases 
their interest in books and in learning to read. It enhances their background information and 
sense of story structure, and familiarizes them with differences between written and oral lan- 
guage.” They contend that “reading to children helps them understand how print functions 
and how it is used. Through this social interaction, they learn early book strategies such as 
book handling, directionality, recognizing story structure, and the concept of authorship" 
(p. 322). Carger (1993) suggests that “the use of engaging and motivating children's litera- 
ture can offer second language readers an exciting entrance into second language literacy by: 


m Reading books portraying familiar faces and events to which children can link their own 


schemata makes comprehension easier and school less threatening 


m Providing them with a basis for meaningful communication as they share reactions to 


stories 


m Offering natural opportunities for generating language in reacting to and retelling stories 


with puppets or other props (p. 543) 


m These storybook readings, retellings, and pretend readings of favorite storybooks afford 
second language children the opportunity to construct language creatively within a com- 


fortable, meaning-centered activity. 


m By participating in storybook activities, second language learners can "communicate 
their reactions and interpretation connected with the world they encountered without bar- 


riers" (p. 547) 
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Intended Audience 


A Shared Book Experience approach can be used in almost any situation when the teacher: 


wants to focus a group's attention on a single text. As described by Holdaway (1979), it is 
most suited to use in preschools or the first grade, but can be extended to language-delayed 
children and children with learning disabilities and effectively implemented in middle and 
high school classrooms. 


Description of the Procedures 


The Shared Book Experience centers around the use of enlarged books or overheads of 
good quality that are predictable stories and that can be presented to a class or group of 
students. These enlarged copies of different books are intended to be sufficiently interest- 
ing and predictable to engage young readers in anticipating what will happen in the story 
and in participating whenever selected words or phrases are repeated. As the story is read 
aloud to the children, the teacher will enlist the use of a pointer to ensure the children fol- 
low along. After reading, students are given language extension experiences and time to 
read independently either the new story or one of their previous favorites (Figure 3.6). 
“Little books" or small versions might be made available along with listening stations so 
that children who cannot handle the story or who just wanted to listen will be able to fol- 
low along. 

For instance, a class that has been involved in reading a big book copy of "The Three 
Billy Goats Gruff” might be involved in dramatizing the story and in choral reading. Also 
they might choose to learn about goats or write their own story based upon this tale. The sto- 
ries that the class generate might be published and used as further reading material for the 
class. In essence, the story serves as the stimulus for other literacy learnings. A typical 
Sbared Book Experience involves the following activities: 


1. Tuning In. The enjoyment of poetry and song. Here the students are given opportu- 
nities to participate in and enjoy singing or reading along with the class. 


2. Rereading of a Favorite Story. If possible, students are encouraged to make predic- 
tions and read along with the story. Sometimes children can direct the reading. 


3. Learning about Print and about Language. This entails what is termed functional 
skills teaching and innovation. Functional skills teaching includes developing comprehen- 
sion skills, listening skills, learning conventions such as left to right and reference labels, 
prediction, confirmation and self-correction, sight vocabulary, auditory discrimination, 
letter-sound associations, letter names, punctuation, and intonation patterns. For this pur- 
pose, masks might be used to cover parts of words, phrases, sentences, or lines from a story 
as a way of focusing students' attention on elements of the print. At other times, it might en- 
tail using windows to highlight words or other activities (Figure 3.7). 

Innovation is the creation of a new statement based on a familiar pattern or theme. At 
the simplest level, it might involve changing the name of a character in a story. At other 
times, it might involve changing a number of different words in tbe context of sentences. 
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FIGURE3.6 Children Enjoying Shared Book Experience during 
Independent Time 


Additional activities that can be part of a shared book experience are: 


1. Introduction of a new story 


2. Independent reading of favorite stories 


3. Expressive activities arising from the literature such as writing, dramatization, art, 
creative movement, etc. 


As Holdaway (Park, 1982) says, the choice of material, especially the material that is 
enlarged, must be very carefully selected. It must be able to grip students, have a good plot, 
be predictable, include interesting pictures, and, if possible, have repetitive elements, pat- 
terns, and maybe rhyme. 
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FIGURE 3.7 Follow-Up Activity Involving Word Masking 


After students develop some security with these materials, Holdaway suggests that J 
teachers might include among the independent reading materials some of the graded read- 1 
ers, assuming that they are not overly stilted. : 

McTeague (1992), in advocating the use of shared reading activities with older learn- 4 
ers, suggests three strategies: reading response journals, listening logs, and guiding book 4 
talks. The reading response journal is “a notebook or writing folder in which students 
record a measure of their enjoyment of a book they have chosen for silent reading under the | 
guidance of the teacher. They record their personal responses to the reading experience” 
(p. 15). Listening logs are used “as a response to the teacher's daily reading aloud from a lit- ] 
erary work not otherwise available to the students.” This activity enables the teacher to | 
“deepen the authentic and personal response of every student by guiding each one to wider 
reading and more reflective writing” (p. 17). McTeague (1992) poses the following as po- 
tential questions while listening: 


m What's going on in your mind? 
m What pictures occur in your head? 
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What feelings do you experience? 
What do you expect to happen? 
What questions occur to you? 

What are you thinking about? (p. 17) 


Guiding student book talks, according to Chambers (1985), is a technique that en- 
ables students to explore a text as a whole class activity by listing their likes, dislikes, con- 
fusions, and emerging patterns found in the text. Chambers (1985) recommends teachers to 
adhere to the following points when implementing this approach: 


Process can be used with whole class or small group 

The teacher's role is to guide students and to facilitate the discussion 

Students need and should feel ownership in the discussion 

Process should be a shared discovery that leads the group or class to deeper levels of 
understanding, interpretation, and appraisal. (p. 20) 


Cautions and Comments 


In the 1990s, the Shared Book Experience had become an element included in most read- 
ing programs. In recent years, it has received less attention as the direct instruction of skills 
has become more prominent. This is unfortunate because the worth of Shared Book Expe- 
rience remains. Holdaway emphasizes, however, that Shared Book Experience is not a 
panacea and can be easily misused. He warns that the Shared Book Experience should not 
be viewed as a license to enlarge just any story. He emphasizes, as do others, that careful se- 
lection of interesting and predictable story material is essential. . 

Other problems that may emerge with the use of the Shared Book Experience may be 
inherent in the approach itself. The procedure requires a teacher who is willing to explore 
story readings with his or her students and a view of learning to read that is more Whole- 
Language than piecemeal. It is important to realize that students learn reading not by word 
mastery or skill mastery. 

In recent years the use of Shared Reading has become widespread. It has come to be 
viewed as the appropriate way to introduce reading to children and analogous in some 
ways to invented spelling. Just as invented spellings offer the young writer with rudimen- 
tary mechanical skills a way to write, so shared reading affords a reader involvement in 
reading. What seems key is the license big books offer with respect to moving away from 
vocabulary control and the view that children must master a set use of words prior to being 
able to read. 

This approach is flexible in that it can be implemented as a comprehensive approach 
unto itself, or it can supplement the contemporary reading program. According to Slaugh- 
ter (1993), the Shared Book Experience is “comprehensive, flexible, imaginative, stimulat- 
ing, and provides teachers with an ideal basis for guiding children in their acquisition and 
development of literacy” (p. 14). Most reviews of research of early literacy development in- 
clude discussions of shared reading and its role. 
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proach claim that the approach represents a response to Frank Smith's (1978) belief that 


UNIT 3 


Purpose 


The Patterned Language Approach (Bridge, 1979; Bridge and Burton, 1982; Bridge, Wino- 
grad, and Haley, 1983) is intended to provide students success in their initial encounters 
with books through the use of a combination of a structured language experience approach 
with patterned or predictable stories. The strategy has been shown to be uscful for purposes 
of developing an initial vocabulary, a positive attitude to reading, and the use of context. 


Rationale 


The Patterned Language Approach represents an adaptation of three proposals: (1) the no- 
tions of Bridge and Burton (1982) on the use of predictable stories, (2) the suggestions by 
Cunningham (1979) for using structured language experience stories, and (3) some of 
Martin and Brogan's (1971) guidelines for using patterned books. The authors of the ap- 


students learn to read by reading and a suggestion by K. Goodman (1976) that pre- 
dictability is an essential ingredient for early reading material. The question the Patterned 
Language Approach addresses is: How are beginning readers to practice reading when 
they cannot yet read? 

They respond to this question with the claim (and data supporting this claim) that pat- 
terned books, if used appropriately, are a most effective way for beginning reading. As 
Bridge, Winograd, and Haley stated: 


Patterned books contain repetitive structures that enable readers to predict the next word or 
line or episode. After hearing such material read aloud, children can join in and "read" along 
even though at that point they are probably not able to recognize the individual words. How- 
ever, repeated opportunities to recognize high frequency words in dependable contexts help 
them develop a sight vocabulary that can soon be recognized in other contexts. (1983, 884) 


Sentence-matching activities and dictated stories are used to avoid the possibility that chil- 
dren just memorize the story “and are not really reading.” 


Intended Audience 


The Patterned Language Approach is intended for use in the first grade or kindergarten. 
With suitable material, the approach seems suited to use with students at any age level. 


Description of the Procedures 


The procedure is based on the careful selection of appropriate “patterned stories,” which are 
used in a whole-to-part fashion. Students begin with what Martin and Brogan (1971) refer 
to as “whole book success” in which they role-play successful readers, as well as develop a 
trust of print. Their attention is then focused on sentences and words for purposes of devel- 
oping flexible reading strategies and an initial vocabulary. 
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To aid in the selection of appropriate material, Bridge (1979) and Bridge, Winograd, 
and Haley (1983) offer sources and guidelines for using and selecting predictable stories, as 
well as generating dictated stories. 

The sequence of lessons to be. followed with any single book or the children's own 
dictated story is as follows: 


1. The teacher reads the book to the group and then reads it again, inviting the students 
to join in when they are able to predict what is coming. The group may then be divided into 
subgroups for various choral readings in which they change parts. When dictated stories are 
used, the lesson is the same, except the first lesson is preceded with a discussion and the 
generation of a story is dictated by the students. 


2. The teacher and students read the story from the book together. Then the story is 
read from a chart without the picture clues or, if a big book (see Shared Book Experience 
in Unit 2) is being used, with the pictures covered. 


3. The teacher and students read the story from the chart. The students are given sen- 
tence strips containing lines of the story. They match the steps with the corresponding line 
in the story by placing the strip under the line. 


4. The students as a group read the story from the chart. They are then given word cards 
to match with words on the chart. 


5. The students as a group read the story from the chart. In random order, the teacher 
places word cards from the story at the bottom of the chart. The students locate each of 
these words on the story and place them in the order in which they occurred in the story. The 
procedure is requested for each section of the story. 


Cautions and Comments 


In two studies, a Patterned Language Approach has been shown to be equal or superior to a 
“typical” basal approach with first graders. Bridge, Winograd, and Haley (1983) have re- 
ported that the use of a Patterned Language Approach—in contrast to a typical basal 
approach—spurred the acquisition of sight vocabulary, induced students to use context 
clues, and created more positive feelings about reading. In a second study, Bridge and Bur- 
ton (1982) were not able to show significant differences, but suggested similar trends were 
evident in their data. 

As a method for beginning formal reading instruction, the Patterned Language Ap- 
proach shares a great deal in common with Holdaway’s procedure for using a Shared Book 
Approach and R. V. Allen’s Language Experience Approach for reading. What the patterned 
approach offers that these other approaches do not are straightforward procedures for hav- 
ing students simultaneously attend to meaning, the flow of a text, the syntax, and grapho- 
phonic features. What also distinguishes the approach from others is the examination of its 
efficacy by Bridge and others. Too few strategies are subjected to the scrutiny that system- 
atic research examinations can provide. 

What may be a limitation of the procedure is the routine itself. If followed repeti- 
tively, the specific steps suggested may become more tedious than educative. Otherwise, a 
great deal of care needs to go into the presentation of the material or varying the word- and 
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sentence-matching procedures. What is also a limitation of the procedure is the failure of 
Bridge and her colleagues to spell out how predictable story material should be selected or 
produced by the teacher. When suggesting that teachers direct students' attention to words, 
Bridge and her colleagues never indicate which words or how many should be identified 
and matched. 

Despite these limitations, the approach does serve the purposes for which it was in- 
tended. It represents an approach that allows students to learn to read by reading. 
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narrowness of the research and issues that they consulted. 

This unit describes several of the more notable attempts to meet the needs of at- 
risk readers. They include strategies dating back over 50 years as well as some more cur- 
rent ones. 

Reading Recovery and Success for All represent two of the most widely enlisted 
programs for students deemed “at risk.” Early Steps represents one of the many tutoring pro- 
grams that have emerged in recent years. However, unlike most other programs, it is now 
used in school settings. (See our reference list for some others.) The remaining three strate- 
gies are included for their historical significance. 


Reading Recovery. The Reading Recovery program is a one-to-one intervention pro- 
i gram for the poorest readers in the first grade and an intensive training program for 
i teachers. These students receive Reading Recovery interventions for 30 minutes 
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every day with a trained teacher until they develop the self-improvement system : 
needed to return to the regular classroom. 


Success for All. The Success for All program is a schoolwide tutoring program for 
readers in grades one to three who are experiencing difficulties. The program empha- 
sizes early, intensive intervention and prevention and focuses much of its thrust on 
disadvantaged schools. 


Early Steps. Early Steps (or the Howard Street Tutoring Program) was developed as 
an after school tutoring program for second and third graders who were falling behind 
in reading. The program has expanded to use in schools with students in grades one 
through three. 


Gillingham-Stillman Method. The Gillingham-Stillman method represents an ap- 
proach that emphasizes students' auditory abilities in learning to read. Based on the 
theories of Samuel Orton, the Gillingham-Stillman procedure provides an alphabetic 
method by which words are built through associations involving students’ visual, au- 1 
ditory, and kinesthetic processes. It purports to provide teachers of disabled readers a ` 
systematic approach to teach reading in a progression from letters to words, from 
words to sentences, and from sentences to stories. 


Fernald Technique. The Fernald technique has been perhaps the most historic prac- 
tice for teaching remedial reading. It represents a comprehensive approach to devel- 
oping reading abilities from low to normal ability based initially on multisensory 
learning. 


Internet searches will yield current website discussions and materials pertaining to the var- 
ious approaches. 
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DeFord, and Lyons, 1988, 2). 
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A number of principles guide the Reading Recovery teachers. They are: 


1. Reading is a strategic process that takes place in the reader’s mind. A goal of Reading 


Recovery is to help readers develop a meaning orientation to print that includes the ability 1 


to enlist effective strategies in a flexible and integrated way. 


2. Reading and writing work together to enhance basic understandings of both pro- 4 


cesses. Throughout the Reading Recovery program, reading and writing are used flexibly 
to help children make connections between the two. 


3. Children learn to read by reading. A basic tenet of Reading Recovery is the notion | 


that for children to make accelerated growth they must actively engage in reading. As Pin- 
nell, DeFord, and Lyons (1988) state: 


Almost every minute during the lesson, children actively engage in reading or writing mes- j 


sages and stories. Familiar material helps children build fluency and experience success; 


new materials challenge children to do independent problem solving. (1988, 13) 


4. Children need to develop fruitful concepts of what reading is. Reading Recovery as- 


sumes that children need to develop both a reader-based view and a text-based view of 1 
meaning making. They need experiences that focus on integrating reader-based and text- 1 


based processes. 


5. It is expedient and productive to help children early. Reading Recovery claims that 


difficulties in learning to read emerge carly and should be dealt with as soon as possible. 


6. Children who have difficulty can and do make accelerated progress. A goal of Read- ] 


ing Recovery is to engage in fast pacing as the student and teacher work together en route 
to accelerating growth and student development of independent learning strategies. 


The Reading Recovery approach is an early intervention program designed for at-risk 4 
first graders having difficulty learning to read. Daily individual lessons, explicit teaching 1 


for strategies, and following the child rather than a prescribed curriculum are three features 
that distinguish this program. 


Clay’s observational findings on low and high progress readers are the cornerstone of 


the program. She differentiates these types of readers by saying, 


. .. low progress readers tend to operate on a narrow range of strategies. They rely on what 


can be invented from memory for the text by paying little or no attention at all to visual de- | 


tails. .. Whereas high progress readers operate on print in an integrated way in search for 
meaning, which results in high accuracy and high self-correction rates. . . The ability to 
shift to higher and lower strategies, also known as “toing and froing,” enables the high 


progress readers to monitor their reading, integrate knowledge about directional rules of 3 
printed language, space formats, and punctuation cues. This increases the likelihood for 4 


reading to become automatic. (Clay, 1988, 7) 


Reading Recovery was originated by M. Clay in New Zealand. According to Clay, the 4 
program emerged in response to a request by readers to initiate a research and development 
effort aimed at helping young children with reading difficulties. As a result, Clay “spent two 
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years observing children and teachers in tutoring situations and then a year in field trials of 
the procedures that we considered had worked weil" (Clay, 1982a, 173). In particular, 
Clay's research team constructed a framework for teachers working one-to-one with at-risk 
students. In 1979, Reading Recovery became a nationwide program in New Zealand; in 
1984 it was introduced in the United States and Australia. 


Intended Audience ^ 


Reading Recovery is a program for at-risk students who are in the first grade. 


Description of the Procedures 


For a fuller description of Reading Recovery, books and articles on the reference list should 
be consulted. What follows is only a partial description of the program. The description in- 
cludes an overview of the following: (1) diagnostic procedures and roaming around the 
known, (2) lesson framework, (3) exiting principles, (4) teacher training procedure. 


Diagnostic Procedures and Roaming around the Known. Several principles under- 
gird Reading Recovery diagnostic practices. First, Reading Recovery relies on a battery of 
diagnostic procedures for input on a student's reading behavior. As Clay emphasized, 
“Teachers are advised to apply as many as possible to the children. . . . Reducing the scope 
of our observations increases the risk that we will make erroneous interpretations" (Clay, 
1979b, 10). Second, the use of an initial screening procedure should not diminish the fact 
that Reading Recovery is involved in ongoing diagnosis of students throughout their in- 
volvement in the program as well as in conjunction with their transition back to the class- 
room. Third, the diagnostic procedures are not intended to displace teacher observation. 
Reading Recovery teachers are expected to notice significant behaviors apart from what is 
tested. 

The initial screening done of students in American schools involves using a combi- 
nation of the classroom teacher's ranking, kindergarten teacher's opinion (if available), 
Scores and observed responses on the six tasks of the Observation Survey, and a qualitative 
synthesis of these responses written on the Observation Summary. The six tasks include: 


1. Letter identification (upper and lowercase letters) 

2. Word test (high frequency words) 

3. Concepts about print (Clays's assessment of child's knowledge of print and book 
handling) 

4. Writing vocabulary (exhaustive list of child's known words, beginning with own 
name, ability to write high frequency words, writing samples from class) 

. Hearing and recording sounds in words (Dictation test) (assessing knowledge of 37 

phonemes presented in a sentence) 
Text reading (running record for purposes of determining the nature of the reader's 
errors and highest level at which 90 percent accuracy is attained) 


The summary of the Observation Survey "brings together what the teacher has ob- 
served. She describes what the child can do, what is partially known at the boundaries of his 
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knowledge as it were" (Clay, 1993a, 71). The goal of this initial assessment is threefold: to] 
justify special help or involvement in the Reading Recovery program; to acquire some base. } 
line data for use in documenting growth; and to acquire a sense of where and how to start, 

"Roaming around the known” represents the student's introduction to the program 4 
“The most important reason for roaming is that it requires the teacher to stop teaching from 
her preconceived ideas. She has to work from the child's responses. This will be her focus 
throughout the programme” (Clay, 1993b, 13). These ten days of exploration are intended 4 
to serve a variety of purposes: 


= Provides the teacher and child the opportunity to develop a relationship of trust 

m Enables the teacher to see what the child initiates as well as what the child can and 
cannot do outside the constraints of the testing situation and away from the classroom 

= Provides opportunities for systematic observation 

m Gives the child a feeling he is “really reading and writing” : 

= Provides a foundation for further learning on which the teacher can build the individ- 
ualized program (Clay, 1993b, 13) 


Lesson Framework. A Reading Recovery lesson has seven components that emphasize 
reading, writing, problem-solving strategies, and much student-teacher interaction. Within 
this model, students are taught to be strategic learners, which leads to the development of a 
“self-extending system.” Within this framework, the teacher becomes the focal point rather 
than the curriculum. The teacher is perceived as the instructional decision maker and the re- 4 
searcher. She constantly observes the child’s behavior, quickly reflecting on why the child 
reacted as she or he did, and responds with appropriate praise or prompts to extend this ` 
child’s learning. 

The components of the daily 30-minute lesson follow: 


1. Familiar rereading of two or more books 
Students self-select at least 2 books that are known stories to read aloud. “A familiar 

book is not a memorized book,” says Clay. This rereading encourages “confidence and flu- 
ency, and provides practice in orchestrating reading behaviors while also allowing the 
reader to discover new things about print” (Clay, 1993b, 38). During the reading of these 
books the focus is on the meaning of the text and the student’s use of strategies as he or she 
reads fluently. With this in mind, the teacher talks to the child about the story rather than 
correcting him/her. 
The teacher’s goal is to find the hardest book (natural language rather than controlled 
vocabulary) that the child can handle with 90 percent accuracy. The intent is to find books 
that are easy enough for the child to use effective strategies, and difficult enough for inde- 
pendent problem solving. 


2. Running Record on the previous day’s new story 
This book reading enables the teacher to become an observer of the child reading the 

story and engaging with the text using problem-solving strategies, and is also one way to 
attain an ongoing record of the child’s progress—especially strategy development. The 
teacher records student’s reading behaviors and will select one or two to use as teaching 
points. (For a discussion of the Running Record, see Unit 14.) 
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3. Letter identification and/or word making and breaking 
This component provides opportunities for students who know few letters and words 
to learn how to look at print as a cuing source when reading and writing. “For consistency, 
always do a little letter work after taking the Running Record in the lesson. When most of the 
letters are known, shift to some speedy work on making and breaking words (using magnetic 
letters) and giving attention to generating new words from known words" (Clay, 1993b, 25). 


4. Writing a story and hearing sounds in words 

The child-generated written story helps the child "think about the order of sounds in 
spoken words and to help analyze a new word he wants to write into its sequence of sounds" 
(Clay, 1979a, 1988, 64). This child is asked to repeat the story so that this model can be used 
as a framework on which to monitor his own writing (Clay, 1993b). 

When the child comes to a problem word, the sounds (at least the initial sound) are 
predicted/isolated. Sometimes phonic segmentation is used, based upon Elkonin (1975). 
These procedures break the sounds represented by the letters into boxes, e.g., 


Clay has stressed that it is important that children become aware of sound sequences 
in words. 
As she stated: 


We have worked with some children who find it extraordinarily difficult to hear the sounds 
that go to make up words. For example, some children consistently focus on the final sounds 
of a word, and for them, this completely masks the initial sounds. 

The teacher has to work with such children individually and act as an analyzer of 
words into sounds. This is analogous to acting as his scribe at first when he cannot write. The 
teacher articulates the words very slowly and gradually develops the same skill in her pupil 
(Clay, 1979b, 5). 


As Clay suggests, an essential feature of Reading Recovery is helping students to seg- 
ment words. Initially, this is pursued with counters, not letters. This approach ensures that 
children learn that there may be more than one letter for every sound. When the child has a 
good grasp of segments, he or she is then moved into associating the letters with the seg- 
ments. As with the early segmentation activities (for counting syllables and so on), Elkonin 
boxes are used. As the students develop competence, the emphasis on sound segmentation 
is more incidental and may not entail using the boxes. 


5. Cutup story 
Just as children are encouraged to segment words into sounds, so, too, are they in- 
volved in cutting up stories into a descending order of language units (phrases, words, 
structural segments, clusters of letters, single letters). ... The cut-up sentence provides 
practice with “assembling sentences, one-to-one correspondence of words spoken and writ- 
ten, directional, checking, and monitoring behaviors, breaking oral language into segments, 
and word study (from occasionally cut up words)" (Clay, 1993b, 35). 
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A cutting up activity, for example, might begin by having the child choose a portion 


of the story that was liked. The teacher and/or child would write that portion of the story 1 
twice and the child, with or without the teacher's help, would read the text pointing to each | 


word. The teacher would then cut up the text, starting with the first word, emphasizing its 


word components. The child would then be expected to reassemble the text, initially with | 
the story model present and later without it. Depending upon the child's familiarity withthe 1 
names of letters, plastic letters on a magnetic board might also be used to assemble known | 


words. å 


It should be noted that the procedures for helping students link sounds to letters, ac- | 
quiring word analysis procedures, developing fluency, and so on, extend beyond these ac- 4 


tivities. Clay's Reading Recovery: A Guidebook for Teachers in Training (1993b) should be 
consulted for details. 


6. New book introduction 


Book selections are seen as vital to the success of the lesson. The book selected must 4 


be “within the child's control, uses words and letters he knows or can get to using his pre- 
sent strategies, and should be a minimum of new things to learn if the teaching goal is the 
integration of skills" (Clay, 1979a, 1988, 68). 

During the new-book orientation, Clay (1993b) contends that “the child must know 
what the story is about before he reads it" (p. 37). In order to do this, the teacher makes the 
child familiar with the story, by discussing pictures, new words, and story language. The 
goal is to ensure that the child has the ideas and language he/she needs to read the story in 
his or her head. 


7. New book attempted 

This component enables the student to read the book with help. The overall aim is to 
provide opportunities for students to orchestrate and monitor their use of strategies and for 
teachers to confirm and reinforce these behaviors. To this end, Clay has developed quite 
elaborate procedures to ensure that teachers know how to help students develop ways of ef- 
fectively initiating appropriate reading behaviors and monitor their use. The second reading 
of this book is to get fluency. On subsequent days, the book is reread and placed in a box 
with other books the child has read. As Clay (1979b) has suggested, “A child on the way to 
independence needs as many books as possible at his level” (p. 54). 


The basic framework of the Reading Recovery lesson should be viewed as a partial 
guide. Within this framework, every child’s program will differ as he or she reads and writes 
different materials and as various skills and strategies are developed. The teachers who 
work in Reading Recovery undergo intensive training in the use of various procedures to 
help them plan each child’s program and develop each one’s reading abilities. For example, 
each teacher receives extensive training in an elaborate array of teaching strategies intended 
to help students acquire and be able to orchestrate a repertoire of strategies, including di- 
rectional movement, self-monitoring, cross-checking, use of multiple cue sources, and self- 
correction. In other words, teachers are trained to have enormous skills at helping students 
based on a repertoire of teaching strategies they themselves are expected to acquire and be 
able to enlist thoughtfully with different students. For example, the teacher is encouraged to 
enlist a variety of probes and encouragements to have the child think aloud as he or she en- 
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lists meaning cues, visual cues, structure cues, sound cues (both together and separately), 
cross-checking to ensure accuracy. Comments such as: Does it make sense? Does that look 
right? What would you expect to see? You made a mistake; can you find it? How did you 
know? Will you check to see if what you read looks right? and so on, pervade the teacher's 
responses to the child as the teacher aims to help students develop the self-improving strate- 
gies necessary to be independent. 

Clay has pointed out that the goal is to develop readers who improve whenever they 
read. They have strategies by which to monitor, search for cues, discover new things for 
themselves, cross-check cues, confirm by repeating or reviewing, self-correct, and solve 
new problems as they develop fluency with longer and less predictable texts that have less 
familiar language. 


Exiting Principles. There is no set time for exiting the program. The program continues 
for the child until he or she is reading at about the average level for his/her school or class 
and when the child has acquired the strategies needed to continue without extra help. Typi- 
cally, the program lasts 12 to 16 weeks. As Clay states: 


There is no fixed set of strategies nor any required levels of text nor any test score that must be 
attained to warrant discontinuing. It is essential that the child has a system of strategies which 
work in such a way that a child learns from his own attempts to read. (19792, 1988, 87). 


Some of the things a child ready for discontinuing will be able to do will include 
(Clay, 1993b, 58-59): 


Directional movement 
One-to-one matching 
Self-monitor reading 
Cross-checking 

Use of multiple cue sources 
Self-correction 


It should be noted that although Reading Recovery lessons may cease, extensive fol- 
low-up is carried out to ensure that students receive continued support in the classroom 
context. 


Teacher Training Procedure. Itis claimed that the key to successfully implementing 
Reading Recovery does not lie with a set of procedures but in the staff development that 
enables teachers to work with students insightfully and adeptly. Reading Recovery teach- 
ers are certified teachers who volunteer for the program, have had at least three years' ex- 
perience in teaching young children, possess proven ability to establish rapport with 
children, and undergo one year of intensive Reading Recovery training, as well as annual 
follow-ups. The demanding one-year program involves a full-time commitment to learn- 
ing Reading Recovery procedures through working with four students (individually), 
demonstrations, seminars, analyses of lessons, close monitoring of their own teaching, 
observing and interpreting reading behaviors, and so on. After the initial training year, 
they are expected to continue to pursue active contact with Reading Recovery procedures 
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as they meet with fellow Reading Recovery teachers, view demonstration lessons, and re. | 
fine organization skills. 
When implementing Reading Recovery instruction in a school, several organiza- 
tional models are suggested. (Teachers work with at least four children each day for half a: 
day.) Sometimes a Reading Recovery teacher will work with a regular class for half the day 
and then work with four children for the other half. Other models involve having a separate 3 
Reading Recovery teacher who works with the teacher. 1 
Apart from training teachers, an integral feature of Reading Recovery is the prepara- | 
tion of Reading Recovery teacher leaders. These teacher leaders undergo a very rigorous | 
training that goes beyond the regular teacher training to learning how to assume a leader- 
ship role. In many ways the experience is akin to an internship program. The teacher lead- 1 
ers work with other teacher leaders as they work with children and with Reading Recovery 1 
teachers also working with children. At the same time, they learn how to initiate, operate, 
and direct the preparation of Reading Recovery teachers. 1 
To be a Reading Recovery teacher requirés training by authorized teacher leaders 4 
who themselves have been trained to serve in those roles. It should be emphasized that the | 
aforementioned description provides some information about Reading Recovery, but | 
should not be viewed as comprehensive or as a substitute for the necessary training. 


Cautions and Comments 


Reading Recovery has been acclaimed as one of the most successful early innovative pro- 
grams for at-risk students. Whereas attempts to pull out at-risk students have a long history 
of failure—especially when the students return to the regular classroom—Reading Recov- 
ery boasts a very high success rate. 1 

If you examine the references below, you will discover that Reading Recovery has | 
been subjected to considerable scrutiny. Some educators would argue that Reading Re- 
covery may be identifying students too early. For example, they would suggest that the 
first month of the first grade may be a time of massive adjustment for the child and might 
not indicate how well the child might perform thereafter. Educators, sensitive to the dif- 
ferences in the social situation of Reading Recovery and the regular classroom, may ques- 
tion the extent to which discontinued students have acquired the self-improving social 
skills necessary to succeed in the regular classroom. The development of a classroom- 
based Reading Recovery model such as the Ohio Early Literacy Learning Initiative ad- 
dresses some of these concerns. (For some background on this model see Guided Reading 
in Unit 1.) Advocates of a more Whole-Language orientation might argue that the ap- 
proach has a tendency to place more stress on mediating skills such as letter-sound corre- 
spondence, sound blending, accurate word recognition, and so on, than might be justified. 
Educators interested in reading comprehension might consider the approach more text- 
based than reader-based. For example, strategies such as brainstorming, visualizing, self- 
questioning, engagement, and so on, appear to receive only indirect emphasis. Teacher 
educators might argue that the teacher training procedures appear somewhat formulaic as 
teachers are expected to commit themselves to the principles and practices advocated by 
Clay (1979a, 1988). Still others argue about the costs associated with such a program. 
However, the differences entailed in costs over time are less problematic when the costs 
associated with alternatives are fully considered. 
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nd re- Apart from these concerns, few educators can argue that Reading Recovery has not 
E amassed a distinguished record of success and a rather unique commitment to accountabil- 

iniza- 1 ity in terms of expectations for students, training teachers, training teacher leaders, and, 
half a above all, research that scrutinizes these enterprises and their impact. Although Reading 
le day 3 Recovery has been closely scrutinized and critiqued, it is still considered to be highly ef- 
sarate 1 fective and seems to be the standard by which other programs are judged and to which they 
q strive. Reading Recovery remains a program committed to the development of highly qual- 

para- E ified professionals and ongoing reflection and research of their initiatives. Although the Na- 
orous 3 tional Reading Panel report does occasionally focus on some of the research on Reading 
sader- 1 Recovery and adaptations, the report does not offer a comprehensive review of research on 
'Jead- à Reading Recovery ora critique of the various elements that inform its program. Conversely, 
overy 1 Reading Recovery has delineated how Reading Recovery incorporates elements suggested 
erate, 1 as key by the National Reading Panel—for example, phonemic awareness, systematic 
phonics, fluency, and balanced reading (Pinell, 2000). Furthermore, Reading Recovery has 

'aders j delved into various research findings en route to arguing that the program is more effective 
iat the than other programs. Reading Recovery offers support materials, including research dis- 
y, but j cussion and exploration of related issues on its websites. Guided Reading (see Unit 1) ex- 


plores some of the elements of Reading Recovery applied at a classroom level. 
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Into Practice 26: 51-58. Discusses staff develop- 

ment issues as they pertain to Reading Recovery. 

. 2000. Reading Recovery: An analysis of 
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Pinnell, G. S., D. E. DeFord, C. A. Lyons, and A. S. 
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Pinnell, G. S., M. D. Fried, and R. M. Estice. 1990. Read- 
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The Reading Recovery project in Columbus, Ohio: 

Volume II. Year One 1985-1986. (Technical Re- 

port). Columbus: Ohio State University. One of 

several reports on the impact of Reading Recovery. 

. 1986b. The Reading Recovery project in Colum- 
bus, Ohio: Volume IH. Year One 1985-1986 (Tech- 
nical Report). Columbus: Ohio State University. 
One of several reports on the impact of Reading 
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Purves, A. C., L. Papa, and S. Jordan (Eds.). 1994. Ency- 
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New York: National Council of Teachers of 
English. An excellent resource that contains an ex- 
tensive collection of more than 800 annotated 
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Rasinski, T. V. 1995. Commentary on the effects of Reading 
Recovery: A response to Pinnell, Lyons, DeFord, 
Bryk, and Seltzer. Reading Research Quarterly 
30(2): 264-270. A commentary on the article by 
Pinnell et al. 

Rasinski, T. V. 1995. Reply to Pinnell, DeFord, Lyons, and 
Bryk. Reading Research Quarterly 30(2): 276-277. 
As the title implies, Rasinski responds to the earlier 
response to his initial critique. 

Roehrig, A. D., M. Pressley, and M. Sloup. 2001. Reading 
strategy instruction in regular primary-level class- 
rooms by teachers trained in Reading Recovery. 
Reading & Writing Quarterly 17: 323—348. Explores 
strategy development with Reading Recovery. 

Schwartz, R. M. 1997. Self-monitoring in beginning read- 
ing. The Reading Teacher 51(1): 40—48. Discusses 
self-monitoring and searching behaviors in con- 
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. 2001. The relationship of research findings and 
recommendations: A response to Elbaum et al. 2000 
meta-analysis of one-to-one tutoring interventions. 
Available at www.readingrecovery.org/sectiopns/ 
home/elbaum.asp. Discusses the findings of El- 
baum’s meta-analysis and corrects the conclusions 
by highlighting the advantage that Reading Recov- 
ery delivered by professionals versus tutoring deliv- 
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Shanahan, T., and R. Barr. 1995. Reading Recovery: An 
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ing Research Quarterly 30(4): 958-996. Critically 
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Success for All 


Purpose 


Success for All (Slavin, Madden, Karweit, Livermon, and Dolan, 1990) is a schoolwide tu- 
toring program that emphasizes prevention and early, intensive intervention. It is designed 
for schools that have large disadvantaged populations, and its intention is to make sure that 
all children are successful in basic skills, especially reading, the first time they are taught. 
Success for All uses certified teachers acting as one-on-one tutors for students who are ex- 
periencing difficulty in reading in grades one to three. 


Rationale 


Wasik and Slavin (1993) suggest that four theoretical tenets provide the background for 
Success for All. First, children do not learn to read through isolated exercises about print; 
reading and learning to read should be done through interaction with meaningful text. Sec- 
ond, as a strategy for cracking the code, phonics should be taught systematically. Although 
children engage in reading meaningful and interesting text, the stories should use a vocab- 
ulary that is phonetically controlled. Third, emphasis should be placed on meaning as chil- 
dren are taught to see the relationship between the words they read and the understanding 
that they gain from them. Merely recognizing the words is not enough. Finally, children 
should be directly taught strategies that will make them successful readers. Those children 
with problems in reading do not possess the effective metacognitive strategies that will help 
them read. Children should be taught the when, how, and why of using reading strategies. 

Therefore, the following instructional components of reading are emphasized in prac- 
tice: decoding, prior knowledge, reading strategies, inference making, metacognition and 
error detection, and error correction. Success for All emphasizes that reading occurs in the 
reader's mind, it is a strategic process, and direct teaching of strategies is crucial. 


Intended Audience 


Success for All is a preventive tutoring program in reading intended for low-achieving chil- 


dren in the early grades. 


Smith-Burke, M. T. 2001. Reading Recovery: A systemic 


Spiegel, D. L. 1995. A comparison of traditional remedial 


approach to early intervention. In L. M. Morrow 3 
and D. G. Woo (Eds.), Tutoring programs for 
struggling readers: The America Reads Challenge, ! 
NY: Guilford Press, 216-236. Discussion of Read- 
ing Recovery in one volume is based on original 
papers presented by the authors at the symposium 
on Tutoring Programs for Struggling Readers at 
the Rutgers Graduate School of Education. 


programs and Reading Recovery: Guidelines for 
success for all programs. The Reading Teacher 
49(2): 86-96. Compares traditional programs as- 
sociated with Chapter 1 against Reading Recovery 
principles. 
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Description of the Procedures 


Success for All will be described using its seven programmatic components: 


Reading tutors 

The program 

Assessments at eight weeks 
Preschool and kindergarten 
Family support team 
Program facilitator 

Teachers and teacher training 


NAME YEE 


1. Reading Tutors. A major component of Success for All is the reading tutors, certified 
teachers with experience in teaching primary reading, Chapter I, and/or special education. 
They tutor in one-on-one situations with children who are not successful in their reading 
groups. Twenty-minute sessions drawn from an hour-long social studies period are used to 
support what is being taught in the regular reading groups. However, the tutors also identify 
learning problems and seek to use different strategies to make reading progress. 

During daily reading/language arts periods, tutors reduce class size to 15 to 20 by 
serving as additional reading teachers. To coordinate the instructional approaches with in- 
dividual children, teachers and tutors record children's specific problems and needs on 
communication forms and meet at regular intervals. 

Tutors also give informal reading inventories to each child. From the information 
gained, decisions are made about reading-group placements and the need for tutoring. Ad- 
ditional assessments, which include teacher judgment and more formal assessments, are 
given at eight-week intervals and are used to make revised decisions about group placement 
and tutoring. Priority for tutoring is given to first graders because of the major function of 
Success for All, to help all readers become successful from the beginning and avoid be- 
coming remedial readers. 


2. The Program. During most of the day, students are assigned to age-grouped, hetero- 
geneous classes of 25, but during the 90-minute reading period the students are regrouped 
by reading ability into homogeneous classes of 15 to 20 students. For example, the one to 
two reading class might contain students from grades one to three, as they are all reading at 
that level. Regrouping allows the teacher/tutor to teach the whole class simultaneously, 
without the need to put them into smaller groups; this organization becomes more efficient 
as it reduces the time spent in seat work and increases time for direct instruction. In turn, 
this eliminates the need for workbooks and other follow-up activities that would be found 
in normal, multigrouped classrooms. 

At all levels teachers begin the reading class by reading children's literature to the 
students and discussing it to improve their comprehension, oral vocabulary, and story struc- 
ture knowledge. In grades kindergarten to one, Success for All emphasizes the development 
of basic language skills through the use of storytelling, retelling, and dramatizing with lit- 
erature. Big books, language development kits, and oral/written composing activities serve 
to develop children’s print concepts, knowledge of story structure, and receptive/expressive 
language. 


In the second semester of kindergarten beginning reading is introduced. Letters and 
sounds are introduced through oral language activities and moved to written symbols, 
Learned letter sounds are reinforced by reading stories using those same sounds. The read: 
ing program uses phonetically regular but meaningful minibooks and emphasizes the fol 
lowing: repeated oral reading to partners and the teacher, instruction in story structure andi 
comprehension skills, and integrated reading and writing lessons. 

When kindergartners reach the primer reading level, they are introduced to reading} 
and composition activities based on cooperative learning using the school’s basal series. 
These activities emphasize prediction, story structure, story-related writing and summa. 
rization, vocabulary, and decoding practice. Working in teams the students share their writ-4 
ing, engage in structured discussions and partner reading, and work on their vocabulary 
from an understanding of the story. In addition to basal instruction, teachers provide teams] 
direct instruction in comprehension skills. Teachers are also provided classroom libraries of 
trade books at students’ reading levels, and students are asked to read at home for 20 min- | 
utes each night. These independent readings are shared in class through presentations, sum- 
maries, and puppet shows twice weekly. 1 

Inthe second year of Success for All, programs for writing/language arts based on co- 
operative learning are introduced. These programs use a structured writing process ap-§ 
proach and focus on teaching students to respond to and facilitate each other's writing. 


3. Assessments at Eight Weeks. ach eight weeks teachers assess the progress of each 
student. These results determine the need to receive tutoring, change group assignment, 
modify instruction, and identify other forms of assistance such as vision screening or fam-| 
ily intervention. 


4. Preschool and Kindergarten. Success for All schools attempt to provide a half-day: 
preschool and/or a full-day kindergarten for eligible children. These programs focus on giv- j 
ing students developmentally appropriate learning experiences and emphasize language 
development and use. Additionally, nonacademic art, music, and movement activities are f 
provided in a series of thematic units. 


5. Family Support Team. Parents are considered to be essential to the success of the: 
program. At each school site a support team works to make families comfortable with the 
school and provides specific services. Depending on the resources of the school, this team 1 
might consist of social workers, attendance monitors, assistant principals, counselors, and 
any other appropriate person already in the school. The team works to get parents to sup- 
port what the children are doing in school, and it contacts parents to see what help can be 
provided to get children who are frequently absent to school. Parenting education is also 4 
provided for interested families. Finally, family support assistance is provided when stu- J 
dents are having academic difficulties due to problems at home. : 


6. Program Facilitator. At each school an experienced teacher works as a program fa- 3 
cilitator to oversee the operation of Success for All. This individual helps plan the overall; 
program, works on scheduling, and visits classes and tutoring sessions to provide help as in-4 
dividual problems arise. The facilitator works directly with teachers on matters of curricu-3 


ts and 
nbols. 
read- 
ie fol- 
re and 


ading 
series. 
mma- 
r writ- 
lary 
teams 
ries of 
) min- 
, SUM- 


on co- 
SS ap- 
g 


f each 
iment, 
r fam- 


If-day 
m giv- 
guage 
es are 


of the 
ith the 
s team 
s, and 
o sup- 
zan be 
is also 
;n stu- 


am fa- 
»erall 
as in- 
irricu- 


Intervention Programs for At-Risk Readers 175 


jum and classroom management and coordinates any activities that concern the instruc- 
tional staff and the family support team. 


7. Teachers and Teacher Training. The staff development model used in Success for 
AII provides brief initial training for teachers mixed with extensive classroom follow-up 
and group discussion. Teachers and tutors receive two days in-service at the year's begin- 
ning and a detailed teacher's manual. The in-service sessions focus on implementing the 
reading program; the teacher's manual provides general teaching strategies and specific 
lessons. Tutors receive an additional day of in-service training for tutoring strategies and as- 
sessment. Throughout the year the facilitator organizes other in-service sessions on topics 
such as classroom management or cooperative learning, as needed. Facilitators also orga- 
nize informal sessions with groups of teachers for sharing, problem solving, and discussion 
of changes for individual children. 


Cautions and Comments 


Success for All seems to present a highly structured, intensive, and well-thought-out pro- 
gram of reading-problem prevention. Students are challenged and kept moving forward. 
The tutor acts as a model of strategies that the student should be using for effective read- 
ing. While one might argue with various components of the program, the research has in- 
dicated that Success for All is effective at least in terms of improving overall achievement 
measures. 

Further, the developers of Success for All (especially Slavin) represent their program 


as having a solid and sound "scientific" research base to merit consideration as an evidence- 
based program. In terms of the National Reading Panel, they have represented the program 
as being informed by the research results for a balanced reading program as well as practices 
such as phonemic awareness, the systematic teaching of phonics, fluency, and reading com- 
prehension (see www.successforall.net/resource). Slavin has been a strong advocate of the 
narrow definition of scientific-based research as well as what merits a designation, as 
evidence-based practice. While the program developers are engaged in ongoing research of 
the impact of Success for All on reading development, comparisons with other programs have 
yielded mix results in terms of its effectiveness. In addition, it seems to suffer from short- 
comings in terms of the engagement by teachers and ongoing professional development— 
especially compared with initiatives such as Reading Recovery. 

Nonetheless a summary of the results for various studies on Success for All indicates 
that students made substantial increases in achievement when compared to their matched 
counterparts not participating in the program. Additionally, assignments to special educa- 
tion because of learning problems were greatly reduced, and retentions were virtually elim- 
inated. These findings are particularly impressive when one considers the fact that these 
programs took place in high-at-risk, disadvantaged schools. Still, further research needs to 
look qualitatively at the program for consistency across school sites as well as across tutor- 
ing sessions. Claims regarding the efficacy of Success for All compared with other pro- 
grams such as Reading Recovery need to be critically examined—especially comparisons 
based upon economic arguments alone. In terms of sustained achievement, Reading Re- 
covery’s record seems stronger. : 
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Early Steps 
Johns 1 Purpose 
unda- 
ns of Early Steps, or the Howard Street Tutoring Program, was originally developed by Darrell 
1 Morris (Morris, Shaw, and Perney, 1990) as a one-to-one tutorial program which was in- 
pach tended as an early intervention program to help students in grades one through three that 
UE had fallen behind or were deemed at risk. 
chool 
, IA 
poses Rationale 
] ue Developed in conjunction with a partnership between National Louis College faculty and a 
inen community group (Good News Educational Workshop), Early Steps, sometimes referred to 
1 as the Howard Street Tutoring Program, was intended as an after school program where sec- 
' sum- | ond and third graders received tutoring help from volunteers. The goal of the program was 
Balti- 1 “to provide quality, after school reading instruction to second- and third-grade public 
: im School children who had fallen significantly behind their peers in reading" (Morris et al., 
à ut 1990, p. 135). Since its inception, the program has grown and now extends to its use as an 
1 intervention program during school hours. 
Nasik, i As originally conceived, the use of volunteers after school was perceived as a way of 
or All. i addressing the lack of resources to meet the needs of students lagging behind in reading 
Aei 1 opportunities—especially in those school situations where resources are inadequate. Par- 
um) j tially because volunteers may be neophytes relative to helping students with reading, the 
sr and [ rogram was initially reserved for second and third graders who had fallen behind, rather 
er and progi g! 
access 3 than first graders. E 
. Hus 4 The reading instructional program assumes the following: 
eyon j 
Jolan 1 a. Children learn to read by reading, not unlike “they learn to ride a bicycle by jumping 
s Suc 1 on and trying to ride it" (Morris et al., 1990, 137); 
hean. i b. Children need the support of good stories—including the syntactic and semantic 
characteristics of natural versus artificial or contrived language; 
hie €. Word study should play an important role—minimally knowledge of the spelling pat- 
r 1 terns of English (CVC, CVCe, CVVC)—“so that they can draw efficiently on this word 
in fo S y 
itional 1 knowledge in their contextual reading and writing efforts" (Morris et al., 1990, 137). 
e first- 3 
il 
lti-site | Intended Audience 
All 
M 2o i Early Steps is intended for students who may fall behind others in the development of read- 
cities) 3 ing abilities—especially in grades one through three. Students are selected based upon an 
ind the. i informal reading inventory and spelling tests. 
afar. 1 
; early à "M 
review J ‘Description of the Procedures 
Ly 28: 
Sus | Variations in the implementation of the program exist. In school settings with younger stu- 


dents, the frequency and amount of time may vary. For instance; Santa and Hoein (1999) 


178 


UNIT 4 


describe daily sessions of 30 minutes. After school programs that may involve tutoring 1 
sessions are one hour, four times per week. Also, as we will discuss, there is some variation 4 
in how the activities are implemented across its various components. 1 

Early Steps lessons involve the following components: (1) contextual reading at the 
child's instructional level, (2) word study, (3) writing, (4) easy contextual reading, and 
(5) reading to the child and introducing new books. 


1. Contextual Reading at the Child's Instructional Level. The first part of the lesson | 
involves the child reading or rereading leveled, well-written books or stories. The tutor may 
support the student’s reading by initially choosing patterned stories or doing echo reading 
in which the teacher reads and then the child, or by taking turns reading. At the lower lev- 1 
els they recommend avoiding basals—especially those basal selections that include the 
stilted and artificial language which often characterizes the earliest basal materials. The 
length of time devoted to this contextual reading may vary. In some locations, they keep to 
8 to 10 minutes; in other locations, they recommend 15 to 20 minutes in situations where 


the time for the program is more extended. 


2. Word Study. Depending upon the child's word knowledge, various letter and/or word 1 
sorts or categorization activities are pursued (sorts of beginning consonant elements, word fam- 
ilies or rhyming words, and vowel patterns). This portion of the lesson takes the child through 
letter knowledge to consonant sounds to the most common word families. As described by 1 
Santa and Hoein (1999) in conjunction with the use of Early Steps with first graders: 


For many children the first weeks of the lessons involved learning how to name and write the f 
letters. Once children demonstrated knowledge of the alphabet, they next practiced discrim- 1 
inating initial consonant sounds by sorting picture cards representing different initial letters. ` 
After students could discriminate the sounds with pictures, they learned the names on the 
initial letters corresponding to the sounds of picture names. Next they progressed to word | 
sorting, where they simultaneously examined visual and auditory patterns. The children 4 
started with word families (rhyming patterns) and then progressed through short- and then 
long-vowel patterns. (p. 34) 


The students are expected to demonstrate skill with a given sort prior to progressing 
to a subsequent sort (in the case of word patterns this entails the ability to read and spell the | 
words with confidence). A typical word sort entails placing three words across a table re- 
flecting a word pattern and then a stack of cards with words to be sorted according to the | 
patterns of the three words. For example, the teacher might place the following words on ` 
cards on a table: bit, tin, and lip. The teacher might check to see if the student knows the j 
words; if not, the words might be introduced to be sure they are known prior to proceeding. d 
Students are then presented with a stack of words representing these patterns. The students 1 
are expected to sort the word at the same time as the teacher is reinforcing the spelling and 1 
recognition of the word. Morris (1992) and Santa and Hoein (1999) include more details on 4 
word sorts and the lists of words for these sorts. These word sorts may take 5 to 6 minutes 
or 10 to 12 minutes depending upon the time available. 


3. Writing. Children are encovraged to write sentences or short-stories based upon their ] 
interests and experiences. After a short discussion of their experiences, children will be en- 4 
couraged to write, saying aloud each word as they write. The teacher encourages the child 
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to write down the letters and sounds the child hears. Invented spelling is encouraged in first- 
draft writing. Periodically (e.g., every two weeks) the tutor is encouraged to have the stu- 
dent choose his favorite piece for editing. With younger students sentence strips are also 
used. This entails the tutor also writing the students’ sentence(s) on a strip and then cutting 
the sentence apart and then putting the sentence together. The time allocated for writing 
may vary from 5 to 15 minutes. 


4. Easy Contextual Reading. To develop sight vocabulary, confidence, and interest, as 
well as fluency, children are given the opportunity to read aloud easier material—either 
rereading a favorite book or perhaps partner reading a new, but easy, book. Typically, the 
reading is done in trade books including books such as little book libraries. The time allo- 
cated for the easy contextual reading may be 10 to 15 minutes. In some sites, easy contex- 
tual reading is not a separate part of the tutoring program. 


5. Reading to the Child and Introducing New Books. In conjunction with the after 
School tutoring program, tutors will close the lesson with the reading of a chapter or short 
book including fables, pictures books, or a chapter from a book. In some sites (Barly Steps 
as developed by Santa and Hoein, 1999), the session may close with the introduction of a 
new book that the child will be expected to read without much help the next day at the be- 
ginning of the lesson. The book is intended to be a slightly more advanced letter than the 
books the child had previously read (e.g., look at pictures, discuss relevant interests, and 
talk about vocabulary). The teacher will introduce the book and support the child as she or 
he reads, that is to say, with coaching or encouragement to figure out the words. They place 
a high emphasis upon the child becoming strategic. As Santa and Hoein stress, tutors are ex- 
pected to encourage children to reflect upon their strategies during book reading opportu- 
nities with prompts similar to the following: 


What can I do to figure out the word by myself? 
What strategies might I use—read the line again, how does the word start? 
What other words is the word like? What is the pattern? 


Tutors are encouraged to carefully monitor the level of the material that the child 
reads. As Morris et al. (1990) state, "there is an optimal level of task difficulty that will pro- 
duce the biggest gains in learning—a level where the reader is sufficiently challenged but 
not overwhelmed ... we continually try to identify each child's current ‘instructional 
level, moving the student forward quickly when performance warrants such a move" 
(p. 137). For the out of school tutoring program, the trained supervisor is responsible for 
monitoring the tutor and ensuring that the student's needs are being met and progress is 
paced appropriately. After each lesson the tutor is expected to make notes which inform the 
supervisor as the next lesson is prepared. Upon arrival for the next lesson, the tutor will find 
a new lesson prepared and be expected to locate the necessary materials. 


Cautions and Comments 


Early Steps represents an intervention program that pulls together spelling development 
and reading development as well as other elements to ensure the adequacy of the program 
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design as well as the delivery. It has been carefully developed based upon certain key as- 
sumptions and ongoing research and development based upon feedback from various im- 
plementations. Indeed, the developers have been quite intrepid in their pursuit of various 
case studies as they have pursued both an assessment of their program and refinement of 
their practices. The program appears to emphasize many of the elements stressed by other i 
successful intervention programs: the need to engage students with meaningful texts and to 
engage students in developing and using various strategies, especially in context and trans- 
ferred to carefully selected text selections. 

Research of the effects of the program does suggest that, with appropriate pacing, 
sustained involvement with these tutoring programs will lead to students achieving signifi- j 
cant gains that appear to be sustainable. Some students will make enough progress to be 
able to maintain their progress with the mainstream; others will make as much gain within 
the year, although they may not have caught up with their peers; still others will show 
progress but slower than what is expected for most of the other students. 

It should be stressed that such growth is achieved after a considerable investment in 
time by both the tutor and child as well as a trained supervisor. As Morris et al. stated, “it 
took 50 hours of well-planned closely supervised one-to-one tutoring" (pp. 146-147) to 
achieve just a one-half year difference in reading achievement between groups receiving tu- 
toring and the peers with whom they were comparing themselves. 

The volunteer tutors have included undergraduate students, retirees, and suburban 
homemakers. Tutors begin working with someone who is an actual teacher. For the first 
three to four sessions, the supervisor models the teaching and prepares the lessons for the 
tutor as well as oversees the tutor’s implementation. After the initial period the supervisor 
still prepares the lessons for the tutor. 

In recent years, there has been an attempt to measure the effectiveness of intervention 
programs against the costs entailed. Such assessments seem problematic for a number of 
reasons. Any tutoring program has enormous costs, which are rarely factored into such a de- 
termination (e.g., donated time and materials), and what is missing is the commitment as 
well as negotiations that must be pursued for resources, including space and time to run the 
program. In addition, issues such as communication and cooperation (especially across 
communities, agencies, schools, families, tutors, supervisors, etc.) are also not factored into 
the determination. 
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182 


UNIT 4 


Intended Audience 


The Gillingham-Stillman method is intended for use with students who, due to specific lan- 4 


guage disabilities, have had or may have difficulty learning to read or spell. These disabled 
readers or potentially disabled readers should not include students who show either low 


mental abilities or sensory deficiencies. The method is intended for use with third graders 4 


through sixth graders, but has been adapted for use with older and younger students. 


Description of the Procedures 


To introduce students to the system, Gillingham and Stillman suggest a narrative entitled “The | 
Growth of Written Language.” The narrative is intended to provide a positive mind-set; it 1 
traces, with examples, the evolution of communications from spoken language to picture writ- 4 


ing to alphabetic writing. The narrative ends with a description of the Gillingham-Stillman 
method and an explanation to the students that the difficulty they have incurred with reading 


it is not unique. As Gillingham and Stillman (1973) suggest, the latter message might be han- 1 


dled as follows: 


Now I am going to begin with you in an entirely different way. We are going to use the Alpha- $ 
betic Method. You are going to learn the sounds of the letters, then build them into words. You 


will find it real fun and it will be nice for you to be attempting something which you can do. 


There are a great many children, more than you have any idea of, who have had the 1 
same kind of trouble that you have. Some of them have grown to be famous men and women. 4 
Boys and girls now doing well in college and business were taught to read and write as Iam. 3 


going to teach you. (p. 37) 


Thereafter, a sequence of exercises beginning with the learning of letters and letter 


sounds, then blending sound to words, and finally to sentence and story reading is sug- Y 


gested. Within this framework, the technique will be described in this sequence: 


1. Letters 
2. Words 
3. Sentences and stories 
4. Other 


1. Letters. The first principle of the technique is to teach the sounds represented by let- 
ters and then build these into words. To this end, each word family is taught by associations 
involving visual, auditory, and kinesthetic processes. 


two parts: 


a. The teacher shows the student a letter and says it. It is then repeated by the student. 


b. The same procedure is followed for the sound represented by the letter. The teacher j 


says it. The student repeats it. 


The second associative process involves responding with the name of a letter to the 


sound represented by the letter. That is, the teacher makes the sound represented by the let- 4 


ter and the student names the letter represented. 


There are three associative processes involved. The first associative process involves 
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The third associative process involves learning the letter form. Learning of letter 
forms takes place in the following manner: 


a. The teacher writes and explains the letter form. 


b. The student traces the teacher's lines, copies them, writes the word from memory, and 
then writes the word without looking at what is being written. 


There are several guidelines for the teacher to follow across these associative processes: 


a. Letters are always introduced by a key word, such as b, and would be presented in 
the context of boy; when the b card is shown, the pupil would be expected to respond with 
boy. 


b. Drill cards are used to introduce each letter, provide repetition, and improve the ac- 
curacy of sound production. 


c. Students learn to differentiate vowels and consonants by the manner of their produc- 
tion and through the use of different-colored cards, e.g., white for consonants, salmon for 
vowels. 


d. The first letters presented to the student should represent clear sounds and nonre- 
versible letter forms. 


e. An "echo" speech procedure in which the teacher drills the student in reproducing 
sounds is suggested for students incurring pronunciation difficulties. 


f. For reinforcement purposes, students who know the name and sound represented by 
a letter are asked to respond to the names of letters with the sounds they represent. 


8. In instances where writing takes place, cursive writing is preferred and suggested 
over manuscript writing. 


2. Words. After ten letters are well known, blending them into words begins. Drill cards 
forming a word are placed in front of the student, and the student is required to blend the 
sounds represented by these letters, such as A-i-m, t-a-p, a-t, i-f, h-i-p. It is the teacher's re- 
sponsibility to devise ways of drilling words effectively. These words, printed on colored 
cards, are placed in what has been termed the student's “Jewel Case.” Time drills are im- 
posed; in some instances, students' growth in accuracy is graphed. 

After a few days of sound blending, the student is required to reverse the procedure 
and analyze words into the component sounds. For example, the teacher might say the word 
m-a-p slowly and have students name and find the cards for each sound. As further rein- 
forcement, the student might write the word. As the student writes the word, each letter is 
named and then the word is spoken. 

Typically, not more than one or two additional sounds are introduced each day. When 
a letter might represent more than one sound, only one of the sounds would be introduced. 
As word families are introduced, the drill card and Jewel Case card files are expanded. On 
a single day, the various activities might be organized as follows: 


UNIT 4 
EXAMPLE OF DAILY LESSONS 
(45 minutes to 60 minutes) 
Practice in Association I Selected Word Families 
Practice in Association II Same Selected Word Families 
Practice in Association IIT Same Selected Word Families 


(sometimes traced, written to dictation, 
simultaneous oral spelling) 


Drill Words for Reading 
Drill Words for Spelling and Writing 


correct 


Number of Words 
—qm0 00-0 


1 2 3 4 56 7 
Number of Days 


3. Sentences and Stories. After students can read and write any three-letter “per- 
fectly phonetic" word, sentence and story reading is begun. It begins with simple, highly 
structured stories, referred to as “Little Stories,” which are presented to the student to 
read and write. 

Several of these Little Stories are available from Gillingham and Stillman. The fol- 
lowing is an example: 


Pat sat on the mat. 
She had a hat. 

The hat was on Pat. 
A rat sat on the mat. 
Pat ran. 

The rat ran. 


For both sentence and story reading, students are required to prepare silently. Their 
task is to read the story or sentence silently until they can read it perfectly. Any words with 
which the students may have difficulty are either sounded out, or, in cases where words may 
be unfamiliar, such as “phonetically irregular words,” pronunciation is provided. The stu- 
dents are encouraged to be accurate and to avoid guessing. For sentence and story writing, 
Little Stories are dictated by the teacher. As the teacher dictates the story, avoiding unnec- 
essary repetitions, the students write the words. 
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4. Other. As the students’ reading skills develop, the teacher may want to use further 
guidance provided by Gillingham and Stillman: 


a. Students learn that polysyllabic words are formed by syllables in the same way 
monosyllabic words are formed by letters. To this end, students are presented with and 
asked to combine detached syllables, and are taught to identify the appropriate accent by 
trying the accent on each syllable. 


b. Dictionary use is taught for the purpose of identifying the pronunciation of words. 


€. To deal with a few selected words which are phonetically irregular, whole-word 
drill is suggested. 


d. Finally, until the student completes a major portion of the phonics program, he or 
she is discouraged from reading independently. 


Gillingham and Stillman suggested that the technique would yield substantial ben- 
efits, assuming that sufficient time is provided. At a minimum, they suggest the technique 
requires a commitment of five lessons per week for no less than two years. Eventually, 
they suggest, the student will be able to return to a regular class; but unless returning stu- 
dents can read their texts and assignments fluently, they should be assisted in reading 
them. 


Cautions and Comments 


There appear to be several important similarities and differences between the Gillingham- 
Stillman technique and other multisensory approaches—for example, the Fernald technique. 
Both the Gillingham-Stillman and Fernald techniques emphasize constant reinforcement and 
repetition through the use of visual, auditory, and kinesthetic modalities; both prefer cursive 
writing to manuscript; and both attempt to develop a positive mind-set in the reader prior to 
the commencement of remediation. In terms of differences, Gillingham and Stillman insist 
upon a letter-by-letter, structured, synthetic phonics approach, in contrast to Fernald’s concen 
that students not proceed letter by letter but select their own words to learn, and initially learn 
through all modalities. 

Although the Gillingham-Stillman technique purports to yield positive results, there 
are reasons to caution potential users. First, very few contemporary authorities still accept 
the theoretical position of Orton as tenable. Second, students who learn by these methods 
may have a tendency to emphasize pronunciation over meaning. This synthetic letter-by- 
letter approach, with its emphasis upon word-perfect reading, places an undue emphasis on 
the mechanics rather than reading for meaning. In recent years, the Gillingham-Stillman 
approach has received a great deal of attention especially among educators who support a 
strong emphasis on phonics instruction. While the findings of the National Reading Panel 
report tend to support eclecticism and suggest the limitations of phonics for comprehension 
development beyond the second grade, supporters of the Gillingham-Stillman draw on the 
findings of the National Reading Panel report to argue for their program. Certainly, the 
Gillingham-Stillman technique was one of the programs that has been studied in a number 
of meta-analyses, but support for the approach needs to be tempered with the fuller set of 
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findings as well as the criticisms that have been made (see the bibliography list accompa- à 
nying the overview to this unit; see also Unit 5). 
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Fernald Technique 


Purpose 


The Fernald technique (Fernald, 1943, 1988) has two basic purposes: (1) to teach the stu- 
dent to write and read words correctly; and (2) to extend the student's reading to various 
materials other than personal compositions. 


Rationale 


Fernald claims that many cases of reading disability, both “partial” and “extreme,” are due 
to teachers' failure to use methods that allow students to learn in the manner most appro- 
priate to their individual abilities. Fernald claims that the use of limited methods blocks the 
learning process. As an alternative, Fernald's own procedure, which incorporates a multi- 
sensory strategy, purportedly caters to the varied needs of individuals. 


Intended Audience 


The Fernald technique is intended for use with cases of extreme and partial reading dis- 
ability. Extreme disability refers to the totally disabled student with zero reading ability. 
Partial disability refers to the student with some reading skills, who is unable to acquire ad- 
equate reading skills within the instructional framework of the class. It is intended that the 
teacher use the procedure on a one-to-one basis with each student; however, the technique 
can be adapted for use with groups. f 
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Description of the Procedures 


Fernald divides her technique into four stages in accord with varying levels of individual 
reading ability and development. In the first stage, the student traces the word with a finger, 
saying each part of the word aloud as it is traced, until it can be written without looking at 
the copy. By the final stage, the student is eager to read. The student can begin to general- 
ize about words and to identify new ones. 


Stage 1. The first stage is highly structured and for this reason will be described in some 
detail. In this stage, the student selects any word or words that he or she wants to learn, re- 
gardless of length. Each word is written with crayon on a strip of paper in large, chalkboard- 
size cursive writing, or manuscript print. The student then traces the word with finger 
contact, pronouncing each part of the word as it is traced. This tracing procedure is repeated 
as many times as necessary until the student can write the word on a separate piece of paper 
without looking at the copy. As new words are learned in this manner, they are placed in an 
alphabetized word file by the student. 

After several words are taught in this way, the student begins to realize that he or she 
can read and write words. At this time, "story-writing" activities are introduced. Subse- 
quent learning of words occurs whenever the student cannot write a word for the story. 
Sometimes the student may have to learn every word by this tracing technique before the 
story can be written. After the words are learned and the story is written, the story is typed 
by the teacher within 24 hours. The story is then read by the student, who proceeds to file 
the words under the proper letter in the word file. 

The following points are stressed by Fernald for using this initial stage: 


1. For maximum efficiency, unknown words should always be traced with the finger in 
contact with the paper. 


2. In order to avoid breaking the word into meaningless units, the student should write 
the word from memory rather than from copy. 


3. Similarly, if any error or interruption occurs during the student's writing of the word, 
the word should be rewritten entirely. 


4. Toensure that the student understands the meaning of the word, words should always 
be used in context. 


The following dialogue between a student and teacher is presented to illustrate the 
use of the first stage of the Fernald technique with a totally disabled reader. 


TEACHER: Good morning, my name is Mr. Stewart and I’m your teacher. Please sit 
here at my side. 


STUDENT: Oh, all right. 
TEACHER: I have a new way of learning to read which I'd like you to try. Many 
bright people have had the same difficulty you have had in learning to read and 


have learned easily by this new method. Now, give me any word that you want to 
learn to read. ^ 


| O À—— 2 
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STUDENT: Dinosaur. 
TEACHER: Dinosaur? 1 
STUDENT: Dinosaur. 
TEACHER: Now, watch what I do and listen to what I say. Are you ready? E | 
STUDENT: Yeah. 1 
[The teacher should use a crayon and a piece of paper which is approximately 4 1 
inches by 12 inches. : 
1. The teacher says the word before writing it. 1 
2. As the word is written, each syllable is said. E [ 
3. If the word is written in cursive style (as the word is said again), the ?'s are 
crossed and the i’s are dotted, etc. : 
4. Asthe word is said again, each syllable is underlined. EE | 
5. The word is said again.] ME i 
i TEACHER: Now again, watch what I do and listen to what I say. Are you ready? í 
STUDENT: Yeah. 
TEACHER: [The teacher follows exactly the steps as above, only the teacher uses a 1 
finger instead of a crayon.] I want you to do exactly as I did until you think you can 4 
write the word without looking at it. Now watch again what I do and listen to what 4 
I say. Ready? [Teacher repeats tracing procedure.] 
STUDENT: Let me try. 
TEACHER: Do what I did and say what I said until you can write the word without 4 
looking at it. 
STUDENT: [The student traces the word following the procedure demonstrated.] 


TEACHER: [Teacher checks student's tracing technique. Whenever the student hes- 4 
itates or makes an error, the teacher stops the student and, if necessary, demon- ; 
strates the technique again. The number of times the student traces the word is MEME: 


recorded.] 
STUDENT: (After several tracings): I think I know the word now. 


TEACHER: [Teacher removes copy of word and places a blank sheet of paper anda 4 i 
crayon in front of the student.] Write the word on this piece of paper using the LN 
same procedure. [If the student makes a mistake, the student is stopped immedi- j à | 
ately. Do not erase the word. Instead, fold or turn paper over and allow the student 


ing the word.] Finished. 
TEACHER: Are you correct? 
STUDENT: I sure am. 
TEACHER: Check and see if you are correct. E 
STUDENT: [Student turns over the copy and compares attempt.] : 
TEACHER: Were you correct? 


to try again.] 
STUDENT: [Student writes the word using the same procedure followed when trac- 1 : 


aly 4 
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STUDENT: Yeah. 


TEACHER: Do you think you can write it correctly twice? Try writing the word 
again. [The teacher turns copies of the word down and gives student another blank 
Sheet of paper.] 


[Student proceeds to write the word correctly a second time.] 
TEACHER: Check to see if you are correct again. 
[Student checks word.] 


TEACHER: Congratulations! That's great! Now place the word in your word file 
under the proper letter. 


[Student proceeds to place word under the letter d in the word file.] 
TEACHER: Now tell me another word you wish to learn. 


Two, three, or maybe four words might be learned using this same procedure during 
a single session over each of the first few days. As soon as the student realizes that words 
can be learned by this procedure, story-writing is started. Words are learned as they are 
needed for the story the student is writing. 


Stage 2. The length of the tracing period (Stage 1) will vary from student to student and 
is phased out when the student is able to learn without it, This becomes evident when there 
is a decrease in the number of tracings required to learn a word, and when some words are 
learned with single or no tracings. At the point when the need for any tracing disappears, the 
student is ready to embark upon Stage 2. On the average, the tracing period lasts about two 
months, with a range from one to eight months. 

During Stage 2, the student learns words simply by looking at the word while saying 
it over and over. As with Stage 1, words to be learned are derived from unknown words in 
stories the student has written. These words are presented to the student in print or in cur- 
sive form for study. The word is learned by saying the word several times, over and over 
again, until it can be written from memory. 


Stage 3. Stage 3 is basically the same as Stage 2, except that the student has now reached 
the stage where learning occurs merely by looking at a word and saying it. The student is 
permitted to read anything and as much as he or she desires. Whenever an unknown word 
is met, the student is told the word. At this stage, the student learns directly from the printed 
page. It has become unnecessary to write or print each new word on a card. The student 
looks at the word in print, pronounces it a number of times, and then is able to write it from 
memory. As with the previous stage, new words are reviewed after reading, filed, and, at a 
later stage, reviewed again. 


Stage 4. In Stage 4, the student is able to recognize new words from their resemblance to 
words or parts of words already learned. As with Stage 3, the student is expected to read a 
variety of materials. However, unlike Stage 3, the student is able to work out many words. 
For example, such words might be learned from the context, or from generalizations about 
words or word parts. The student is told only words for which it is not possible to determine 
the meaning. For purposes of retention, such words are usually written down by the student. 
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Fernald emphasizes the need for student involvement in the content of what is being 
read. For this reason, she suggests that the student be encouraged to survey a paragraph to | 
clear up the meaning of unknown words prior to reading. She argues that this will prevent ` 
distraction and enable the student to concentrate on the content of the reading material. To- 
ward the goal of reading for meaning, she discourages the sounding out of words during 
reading, either by the teacher or by a student, and suggests that any word that the student j 
does not know be provided. 


Cautions and Comments 


Empirical evidence of the success of the Fernald technique comes from various studies, 
Kress and Johnson (1970), Berres and Eyer (1970), Enstrom (1970), and Coterell (1972) 
have all reported positive results with this approach. Fernald herself provides a great deal of 
documented support for the strategy's success in Remedial Techniques in Basic School Sub- 
jects (1943). 

While there seems to be a consensus that the Fernald technique yields positive results 
and has several desirable features, there also seems to be agreement that it suffers from 
some major drawbacks. 

On the positive side, the desirable features of the Fernald method include: 


1. It reinforces the acquisition of word form cues and the ability to use context. 


2. Methods seem consistent with aims and take into account variations in the child’s rate 
of learning and specific needs and interests. 


3. Motivation and reading of interesting materials are emphasized. 
On the negative side, objections to the use of the technique include: 


1. The procedure tends to be very time-consuming and demanding of the teacher, espe- 
cially in the early stages. Often more expedient methods for teaching disabled readers can 
be developed. 


2. Reading books is deemed important, but delayed. 


3. Syllabic division within words may distort the pronunciation of certain words, e.g., 
fat/her. 


4. Readers may develop who are too busy sounding out words to either concentrate on 
meaning or understand the purposes of reading. In this respect, it can be argued that Fernald 
suggests the need, but not the methods by which students will read for meaning. 


REFERENCES 

Berres, F., and J. T. Eyer. 1970. John. In A. J. Harris (Ed.), Birsch, J. R. (Ed.). (1999). Multisensory teaching of basic 
Casebook on reading disability. New York: David language skills. Baltimore: Paul H. Brookes. Ex- 
McKay, 25-47. Describes a case history example plores multisensory techniques for developing var- 


of the use of the procedure. ious language skills. 


lies. 
72) 
al of 
Sub- 


sults 
rom 


rate 


spe- 
can 


e.g, 


eon 
nald 


basic 
. Ex- 
; var- 


Intervention Programs for At-Risk Readers 


Bond, G. L., and M. A. Tinker. 1973. Reading difficulties: 
Their diagnosis and correction. 3d ed. Englewood 
Cliffs, NJ: Prentice-Hall, 498—501. Presents a brief 
discussion on the procedure and its uses. 

Chall, J. 1967. Learning to read: The great debate. New 
York: McGraw-Hill, 170—172. Presents a brief dis- 
cussion of aspects of Fernald's work with disabled 
readers. 

Coterell, G. 1972. A case of severe learning disability. Re- 
medial Education 7: 5-9. Describes an example of 
the procedure's successful use. 

Enstrom, E. A. 1970. A key to learning. Academic Ther- 
apy 5: 295-297. Describes a successful example 
using the procedure. 

Fernald, G. 1943. Remedial techniques in basic school 
subjects. New York: McGraw-Hill. (The book was 
reprinted by Pro-Ed [Austin, Texas] in 1988). Pre- 
sents a detailed description of the procedure and 
results of its use. 

Gearhart, B. R. 1973. Learning disabilities: Educational 
strategies. St. Louis: C. V. Mosby, 76-90. Presents 


191 


a detailed discussion of the procedure and provides 
examples of its use through case histories. 

Harris, A. J., and E. R. Sipay. 1975. How to increase read- 
ing ability (6th ed.). New York: David McKay, 
393—396. Presents a brief discussion of the proce- 
dure and its use with students experiencing reading 
difficulty. 

Kaluger, G., and C. J. Kolson. 1969. Reading and learning 
disabilities. Columbus, OH: Merrill, 263-267. 
Presents a theoretical discussion of the procedure 
and its use. 

Kress, R. A., and M. S. Johnson. 1970. Martin. In A. J. 
Harris (Ed.), Casebook on reading disability. New 
York: David McKay, 1-24. Describes an example 
of the use of the procedure through a case history. 

Meyer, C. A. 1978. Reviewing the literature on Fernald's 
technique of remedial reading. The Reading 
Teacher 31: 614—619. Reviews studies examining 
the effectiveness of Fernald's technique. 


Phonics and Word 
Identification 


UNIT OVERVIEW 


No aspect of reading instruction has been the subject of more debate than that dealing E 
with phonics and word identification instruction (Stahl, Duffy-Hester, and Stahl, 1998). 
Unfortunately, these debates may lead one to think that instruction in word identification, 
particularly in phonics, is the single most important ingredient in the entire reading pro- 
gram. Such arguments seem to disregard the notion that word identification includes 
skills other than phonics skills. These arguments ignore the notion that word identifica- 1 
tion and phonics are only a means to an end: reading for understanding. The issue ad- | 
dressed in this unit is not whether to teach, but how to teach, word identification skills. Of 
particular concern is the problem of preparing readers to deal with unknown words they 
encounter as they read. 

The unit presents the theoretical bases and procedures for some of the alternative 
ways to teach word identification. In so doing, it provides a backdrop for examining alter- 4 
natives. Beyond these descriptions, selected books and articles should be reviewed, In 3 
1990, a report by M. Adams was released; in 1989, the magazine Phi Delta Kappan devoted 
several issues to this topic. Stahl et al. (1998), Stanovich (1991), and Cunningham 4 
(1992) provided a review of the literature on word identification and phonics. Goodman 4 
(1993) developed his book Phonics Phacts as a response to the increased demand for teach- 3 
ing phonics first. In 1998, the U.S. Congress passed its controversial Reading Excellence 4 
Act, which defines reading as more dependent upon phonics than most experts would sug- : 
gest, and narrowly defined what would count as scientific studies. In turn, the formation of 
the National Reading Panel and their review of scientific studies of reading in the area that 1 
they termed alphabetics resulted in a focus on phonics instruction including phonemic 1 
awareness and fluency. Further, the review tended to perpetuate an emphasis on the role of 
phonics instruction despite findings that supported a balanced approach. In particular, while 
the National Reading Panel report offers support for some phonemic awareness, it empha- 
sizes that such an approach should be short in duration and may be unnecessary for some 1 
students. Further, while the panel supports the teaching of phonics, it does not suggest that 3 
any one approach (synthetic or analytic) has an advantage over another. While the panel sup- : 
ports the impact of phonics on achievement through grade one, the members of the panel 3 
suggest that positive effects are unlikely to carry over beyond grade two unless the approach 1 
is balanced with an emphasis on meaning. If the scope of research is extended to include 4 
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other reviews and other research, one can find strong support for a more whole-language 
orientation (see Dahl, Scharer, Lawson, and Grogan, 1999). 

The majority of practices included in this unit involve what the National Reading 
Panel and others refer to as systematic and explicit phonics. As they describe the various 
systematic phonics approaches: 


These include synthetic phonics, analytic phonics, embedded phonics, analogy phonics, 
on-set rhyme phonics, and phonics through spelling . . . and some phonics programs com- 
bine two or more of these types of instruction. ... Although differences exist the hall- 
mark of systematic phonics is that they delineate a planned sequential set of phonic 
elements and they teach these elements explicitly and systematically. (National Reading 
Panel, 2000, 2-89) 


In addition, this unit also includes two sets of strategies that are more holistic and meaning- 
centered in their orientation—namely, Retrospective Miscue Analysis and Goodman’s 
Reading Strategy Lessons. These two sets of strategies represent practices consistent with 
the Whole-Language approach described in Unit 2. It should be noted that the preceding 
units include details of approaches that include a focus on phonics instruction. In Units 1 
through 4 most of the approaches include phonics as one of the areas of instructional em- 
phasis. Many of the approaches are primarily analytic but often include a mix—especially 
Guided Reading, Shared Reading, Directed Reading Activity, New Basics/Rich Literacy 
Tasks, and the various Language Experience-oriented approaches. Four Squares represents 
an approach tied to the notion of analogy phonics or syllabaries. Direct Instruction, Monroe 
Methods, and Gillingham-Stillman represent synthetically oriented approaches. 

Six strategies designed to improve the reader's word identification skills are pre- 
sented here. The strategies represent both traditional and contemporary suggestions for de- 
veloping word identification abilities. Three of the strategies (Analytic, Synthetic, and 
Syllabaries) might be viewed as core, since elements of these approaches are usually com- 
bined in most phonics and word identification practices. Word Study is representative of a 
strategy that combines many of these elements as well as the elements drawn from an un- 
derstanding of the relationship between spelling development and word identification. Ret- 
rospective Miscue Analysis and Goodman's Reading Strategy Lessons represent an 
approach to phonics and word identification that is both contextualized and meaning- 
centered. A brief summary of the strategies provides a preview of the unit. 


Word Study. Word Study (Bear, Invernizzi, Templeton, and Johnston, 1996) is a com- 
prehensive approach to teaching not only phonics but also vocabulary, spelling, writ- 
ing, and concept development. It involves students categorizing words and pictures 
according to the likenesses and differences they see in them. It allows students to 
make logical decisions about the way in which they think about the elements in 
words, including their sound, patterns, meaning, and use. 


Analytic Method. The Analytic Method is among the most widely used of the tradi- 
tional methods for teaching phonics. This method is designed to have readers use 
known words to discover strategies for decoding unknown words. In recent years it 
has been referred to as the implicit method of teaching phonics. 
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Synthetic Word Families. The Synthetic Word Families approach is another widely 
used traditional method for developing phonic and word identification abilities. It is 
designed to serve three purposes: (1) to help readers learn the sounds represented by 
letters and some methods of blending these sounds into words; (2) to increase the 
student's sight vocabulary through the use of consonant substitution; and (3) to aid stu- 1 
dents in word identification skills through the use of blending and minimally contrast- 
ing word elements. In recent years it has been referred to as the explicit method of | 
teaching phonics. In addition, Direct Instruction offers a very scripted version of this : 
approach. ` 


Syllabaries. The Syllabaries strategy evolved in the 1970s, but has received in- 
creased attention in recent years. This approach is designed to improve word identi- 4 
fication skills through the use of the syllable as the unit of pronunciation. 


Retrospective Miscue Analysis. Retrospective Miscue Analysis was developed by 
Goodman and Marek (1996) as a strategy that engages readers of all ability levels in ] 
revaluing their reading by reflecting upon and evaluating the reading process through | 
analyzing their oral reading miscues. 


Goodman's Reading Strategy Lessons. Reading Strategy Lessons represent an earlier 
attempt to translate the theories of Kenneth Goodman (1967, 1975) into practice. Ad- 
vocates of Goodman's psycholinguistic perspective on reading designed these 
lessons to help readers focus on, and strengthen their use of, the syntactic or gram- 
matic, the semantic or meaning, and the graphophonic or sound-symbol cueing sys- 


tems involved in reading. 


REFERENCES 


Adams, M. J. 1990. Beginning to read: Thinking and 
learning about print. Cambridge: MIT Press. 

Cunningham, P. M. 1992. What kind of phonics instruc- 
tion will we have? In C. K. Kinzer and D. J. Leu 
(Eds), Literacy research, theory, and practice: 
View from many perspectives. Forty-first Yearbook 
of the National Reading Conference. Chicago: Na- 
tional Reading Conference, 17-31. 

Dahl, K. L, L. Scharer, L. Lawson, and P. R. Grogan. 
1999. Phonics instruction and student achievement 
in whole language first grade classrooms. Reading 
Research 34(3): 312-341. 

Ehri, L., and S. Numes. 2002. The role of phonemic 
awareness in learning to read. in A. Farstrup and 
S. J. Samuels (Eds.), What research has to say 
about reading instruction (3d ed.). Newark, DE: 
International Reading Association, 101—139. 

Goodman, K. S. 1993. Phonics phacts. Portsmouth, NH: 
Heinemann. 

Hiebert, E. H., and B. M. Taylor. 2000. Beginning reading 
instruction: Research on early interventions. In 
M. L. Kamil, P. B. Mosenthal, P. D. Pearson, and 


R. Barr (Eds.), Handbook of Reading Research, 
Vol. III. Mahwah, NJ: Erlbaum. 

International Reading Association (IRA). 1997. The role 
of phonics in reading instruction: A position state- 
ment of the International Reading association. 
Newark, DE: Author. 

Morrow, L. M., and D. H. Tracey. 1997. Strategies used 
for phonics instruction in early childhood class- 
rooms. The Reading Teacher 50: 644—651. Details 
the type of phonics instructional strategies used by 
teachers between preschool and kindergarten, and 
first and second grades. 

National Reading Panel. 2000. Teaching children to read: 
An evidence-based assessment of the scientific re- 
search literature on reading and its implications 
for reading instruction (Report of the Subgroups). 
Washington, DC: U.S. Department of Health and 
Human Services, Public Health Service, National 
Institutes of Health and the National Institute of 
Child Health and Human Development. 

Snow, C. E., M. S. Burns, and P. Griffin. 1998. Preventing 
reading difficulties in young children: A report of 


widely 
s. It is 
ted by 
ise the 
id stu- 
ntrast- 
10d of 
of this 


ed in- 
denti- 


ed by 
rels in 
rough 


'arlier 
e. Ad- 
these 
gram- 
g Sys- 


'earch, 


ie role 
state- 
iation. 


s used 
class- 
Jetails 
sed by 
n, and 


read: 
fic re- 
ations 
oups). 
h and 
tional 
ute of 


znting 
ort of 


Phonics and Word Identification 195 


the National Research Council. Washington, DC: Strickland, D. S. 1998. Teaching phonics today: A primer 


National Academy Press. for educators. Newark, DE: International Reading 
Stahl, S. A., A. M. Duffy-Hester, and K. A. D. Stahl. 1998. Association. Explores issues associated with the 
Everything you wanted to know about phonics (but teaching of phonics and argues for a balance be- 
were afraid to ask). Reading Research Quarterly tween systematic, intensive code-driven and holis- 
35: 338-355. tic, embedded, and meaning-driven approaches. 
Stanovich, K. E. 1991. Word recognition: Changing per- United States Congress H. R. 2614 Reading Excellence 
spectives. In R. Barr, M. L. Kamil, P. Mosenthal, Act. 


and P, D. Pearson (Eds.), Handbook of reading re- 
search, Vol. II. New York: Longman, 418-452. 


Word Study 


Purpose 


Word Study (Bear, Invernizzi, Templeton, and Johnston, 1996) is an active process whereby 
students categorize words and pictures according to the likenesses and differences they see 
in them. It allows students to make logical decisions about the way in which they think 
about the elements in words, including their sound, patterns, meaning, and use. 


Rationale 


Students develop rich speaking vocabularies before they enter school. The first written 
words students come to know are those that they already understand in their oral language, 
for example, their own names and those of people significant in their lives, followed by the 
names of animals, objects, and ideas that are meaningful to them. In other words, they rep- 
resent concepts. In school a shift occurs in which emphasis is no longer on learning the 
written forms of the concepts they already understand but rather on building and expanding 
those concepts through exposure to our writing system, or orthography. By this exposure to 
print, their orthographic knowledge grows as students see the relationships among words 
through the varying types of information represented: alphabetic, pattern, and meaning. Al- 
phabetic information is the knowledge that letters match up to sounds in a left-to-right se- 
quence. Pattern information is the knowledge that groups of letters can function as a single 
unit to represent sounds, for example, knowing that beat follows a CVVC spelling pattern 
and that the vowel combination usually has a long vowel sound with the second vowel 
silent. Finally, meaning information is the knowledge that groups of letters can represent 
the meaning units that make up words, for example, suffixes or prefixes. Through activities 
that enable students to explore and study words, their commonalities and differences, their 
orthographic knowledge grows and, thus, their vocabularies. 


Intended Audience 


Bear et al. state that Word Study can be used through the grades and on into fluency, but the 
strategy is most closely associated with students in the elementary grades who are emerg- 
ing readers and who are not yet fluent in their reading. j 
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Description of the Procedures 


The discussion of the Word Study strategy is organized in two parts: (1) assessing ortho- 
graphic knowledge, and (2) organizing for Word Study instruction. 


1. Assessing Orthographic Knowledge. At the beginning of the school year or when a 
new student enters the class, Bear et al. recommend that teachers assess students so they can 
plan an effective program of Word Study which will help them learn to read and write. In 
particular, students' orthographic knowledge needs to be assessed, and they recommend the 
use of a spelling inventory to determine the stage of orthographic development of the stu- 
dents. In this way teachers can find out what students already know about orthography, 
what they use but confuse about spelling, and what is missing in their ability to spell. 


a. Stages of orthographic development. Before discussion of the spelling inventory, it 
would be helpful to describe the stages of orthographic/spelling development into which 
students may fall so effective instruction can be planned. The stages of spelling develop- 
ment were first described by Henderson in 1981. In the research he conducted over the 
years Henderson found that students’ spelling errors were not random, and they evolved 
over time. From this he developed various stages of spelling development and what oc- 
curred at each level. Bear et al. (1996) use the following stage names because they believe 
they are descriptive of students’ spelling behavior and the basic strategies they use to spell. 
The stages of spelling are: 


Preliterate 

Early Letter Name 

Middle and Late Letter Name 
Within Word Pattern 

Syllable Juncture 
Derivational Constancy 


The preliterate stage of spelling is the emergent period of literacy and is character- 
ized by random scribbling, the drawing of pictures, and some letters and numbers. 
Drawing and scribbling are sometimes confused with writing, and also letters are 
confused for one another. What is absent may be directionality and a complete com- 
mand of sound-symbol correspondences. 


Students in the early letter name stage of spelling may be characterized as beginning 
readers. Students are able to use most beginning and ending consonants and have 
solid command of sound-symbol correspondences. However, consistent use of all 
vowels and consonant blends and digraphs is still not present. 


The middle and late letter name stage of spelling is characterized by students who are 
less hesitant in their reading, know a vowel occurs in most syllables, and have in- 
creasing command of most regular short vowel patterns and consonant blends and di- 
graphs. They will also begin to spell some common long vowel words (e.g., hope). 
However, these students will substitute a regular word pattern for low frequency vow- 
els (e.g., tot for taught). 
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Students in the within word pattern stage of spelling are approaching fluency and 
show increasing command of regular and r-controlled short vowels and consonant 
blends and digraphs. They are becoming more comfortable with single-syllable long 
vowel sounds and are beginning to use common Latin suffixes (e.g., -tion in inven- 
tion). However, they still confuse some letters within words such as long vowel mark- 
ers (e.g., maik for make) and some consonant patterns (e.g., brock for broke). What is 
still absent is consonant doubling (e.g., poped for popped). 


Bear et al. discuss the syllable juncture and derivational constancy stages of ortho- 
graphic development together because many of the features that describe each stage 
are shared. In these stages students read fluently as their word recognition is auto- 
matic. Meaning takes on greater influence at these stages. In the syllable juncture 
stage students are negotiating the rules that apply to pattern-to-sound relationships at 
places where syllables meet and when adding affixes to words. The level of meaning 
is focused on affixation. In the derivational constancy stage students are exploring 
how the derivations and spellings of parts of words remain the same across different 
words. The level of meaning in this stage is on root words and the Latin and Greek 
origins of polysyllabic words. 


b. Word Study spelling inventory. To determine the stage of orthographic development, 
teachers need to document the way students spell. The spelling inventory Bear et al. rec- 
ommend is quick and easy for teachers to administer. Instead of singling students out to 
complete the inventory, it should be administered in small groups; this provides a more re- 
laxed atmosphere for students. Let students know you are administering the inventory to 
learn about how they spell; students should also be told that the inventory is not a test; rather 
itisto help you become a better teacher. Bear et al. suggest the following script to introduce 
the inventory: 


Iam going to ask you to spell some words. Try to spell them the best you can. Some of the 
words will be easy to spell; some will be more difficult. When you do not know how to spell 
a word, spell it the best you can; write down all the sounds you feel and hear. (p. 38) 


The inventory is administered in sets of five words. Say each word once; then say it in a sen- 
tence and repeat the word once more. Generally, the younger the students are, the fewer sets 
of words need to be given. Terminate the administration after students miss 3 out of 5 words 
ina set. Following are the words Bear et al. suggest for the spelling inventory: 


Set 1: bed, ship, drive, bump, when 

Set 2: train, closet, chase, float, beaches 

Set 3: preparing, popping, cattle, caught, inspection 

Set 4: puncture, cellar, pleasure, squirrel, fortunate 

Set 5: confident, civilize, flexible, opposition, emphasize 


The inventories are next scored for the number of correct spellings and analyzed for 
the type of errors made. In this way the stage of orthographic development and what each 
student knows and what is used but confused can be determined. Bear et al. suggest the 
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following guidelines for determining the range of development based on the number of 
correct spellings. Zero correct indicates the preliterate or letter name stage; 1-5 correct 
indicates the letter name or the within word pattern stage; 5-10 correct indicates the 
within word pattern stage or the syllable juncture stage; and 10-25 correct indicates the 
syllable juncture or derivational constancy stage. Counting the number of words spelled 
correctly is a starting point for determining the stage of development and planning in- 
struction, but a more detailed analysis of the errors is needed. Although Bear et al. pro- 
vide a spelling checklist and an error guide to help teachers in doing this detailed 
analysis, they suggest that an hour or two of practice will be enough to eliminate the need 
to use these aids. By examining what each student knows and determining what is used 
but confused allows teachers to categorize students into stages. Once this is done, teach- 
ers can plan for instruction. 


2. Organizing for Word Study Instruction. Word Study is an active process of com- 
paring and contrasting whereby students categorize pictures and words. Therefore, integral 
to a program of Word Study are picture sorts and word sorts. 


a. Word Study sorts. These sorts are phonics, spelling, and vocabulary activities that use 
categorization to determine similarities and differences among pictures and words. Stu- 
dents are asked to match pictures or words to designated key pictures or words. These key 
pictures or words indicate the basic categorizations that students are to examine during their 
sorting. The repetition of these categorization activities allows students to discover the pat- 
terns that pictures and words make and learn the sounds associated with those patterns. An 
average of 15 minutes daily should be allotted for directed Word Study. Bear et al. describe 
a number of different sorts in which students can participate. 


Picture sorts. Picture sorting is a basic categorization task which asks students to 
group pictures with similar sounds in their name (e.g., initial consonant sounds, con- 
sonant blends and digraphs, rhyming families, vowel sounds). For instance, students 
might be given the letters b, m, and s and pictures that depict the following: ball, 
mouse, sock, bat, man, smile, box, moon, and sun. Students in pairs or groups are asked 
to say the names of the words the pictures depict and categorize the pictures under the 
correct sounds the letters say. As with all sorts, this task should first be modeled by the 
teacher and guidance provided to students as appropriate. This type of activity is ap- 
propriate for students in the preliterate, letter name, and early within word pattern of 
spelling development. Bear et al. state that picture sorting, as with all other sorts, dif- 
fers from traditional phonics activities in three ways: (a) it proceeds from the known to 
the unknown; (b) it is analytic, versus synthetic, in approach; and, (c) it relies on criti- 
cal thinking to make categorical decisions rather than drill or memorization. 


Word sorts. Word sorting is like picture sorting except that printed words are used. 
Word sorts are useful for students who possess a functional sight word vocabulary, 
that is to say, students who are in the letter name stage of development or above. De- 
pending on the stage of development, word sorts might have students categorize 
words into groups that share the same: beginning sounds, vowel patterns, the way 
vowel sounds are spelled, or syllable structure. 
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of Word hunts. In this activity students hunt through their reading and writing for words 

ect 1 that are additional examples of the patterns they are studying. For instance, students 

the 1 look for examples of long and short vowels in a text they've just finished reading. 

the These examples would be listed under the appropriate category of sounds. 

led 1 

in- 1 Closed sorts. These are sorts chosen by the teacher. Most of the sorts Bear et al. rec- 

ios 1 ommend are closed sorts. 

e : Open sorts. These are sorts chosen by the students. They are more diagnostic in 

5i d 1 Scope as teachers have the opportunity to see what categories students choose. 

ch- 1 Blind sorts. Blind sorts are a form of a closed sort, with the category chosen by the 

$ teacher. The teacher or a buddy in a pair call out words; students point to the key word 
i with which it belongs. This activity is useful for students who need to attend to 
m- i Sounds rather than the visual patterns of words. 
zal 1 
Writing sorts. Writing sorts are a variation of both blind sorts and closed sorts. A 
word is called out by the teacher or a buddy; students write the word in the correct cat- 

use s egory using the key word. 

štu- ; 

key Speed sorts. Speed sorts are the same as regular open or closed picture or word sorts 

reir except students try to complete the task as quickly as possible. This activity is only 

jat- appropriate when accuracy is assured. 

A Bear et al. recommend that directed Word Study be done in small groups, suggesting that | 
teachers look for groupings by thirds. Of course, this will depend on the spread of students into | 
stages and the number of students with which teachers like to work in small groups. The spread | 

i of students will likely be greater in the lower grades and decrease in the upper grades as stu- 1 
p dents develop their orthographic knowledge. Time should also be set aside for students to sort | 
- T nude à i | 
imis independently or in pairs to study further the orthographic features they are learning. | 
ed b. Principles of Word Study instruction. Although Bear et al. point out that teachers do 

the not need to be experts on spelling before they begin Word Study instruction, they do pro- 

the vide ten guiding principles for implementing this program. 

aE 1. Look for what students use but confuse. Working with features with which stu- 


dif- dents are experimenting comprises the teachable moment. Students will learn best when 
they are using something but using it inconsistently. The orthographic features with 
which students are currently negotiating should be targeted. On the other hand, it is 
highly unlikely that students will learn something that is absent from their experimenta- 
tion with spelling. Students who spell coat as cote are ready to examine long vowel pat- i 
ed. terns; students who spell it as cot are not experimenting with these patterns and probably 
would not benefit from lessons on long vowels. 


De- 2. A step backward is a step forward. Simply put, provide success experiences 

tize for students in Word Study instruction. Start with something that students know be- | 

vay fore providing an activity that is new. For instance, start with initial consonants for | | 
il 


success, and then move quickly to short vowels if that is the target. 
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3. Use words students can read. Learning to spell requires students to achieve a 
match between spoken language and the orthography. Therefore, the words students 
are examining must be words they can pronounce. 


4. Compare words that do with words that don’t. Conceptually speaking, in 
order to learn what something is, you must also learn what it is not. In other words, to 
learn orthographic features they must be contrasted with nonfeatures. For example, to 
learn words that double consonants (e.g., hit-hitting), they must be contrasted with 
words that don't (e.g., make-making). 


5. Sort by sight and sound. Students need to be able to examine words both by 
how they are spelled and by how they sound. Sorts should be provided which focus on 
sounds as well as visual patterns (e.g., while rain and cane sound alike, they have dif- 
ferent spelling patterns). 


6. Begin with obvious contrasts first. To avoid potential confusion for students, 
start with distinctive differences for effective learning. If you are working on initial 
consonants, do not start with B and P as they share too many visual and sound fea- 
tures; B and F would be better as their differences are greater. 


7. Don't hide exceptions. Exceptions will occur, but there is no reason to hide 
them. Exceptions can form the basis for new generalizations. For instance, dove and 
live do not conform to a long vowel pattern but may form the basis for a new pattern 
(e.g., words that have a v in them). 


8. Avoid rules. Do not tell students rules for spelling and pronunciation; let stu- 
dents discover their own patterns and form generalizations from them. Jt is the 
teacher's job to make sure these generalizations are obvious in the sorts they develop. 


9. Work for automaticity. It is not enough for students to be accurate in their 
sorting; they must also become fluent. Students need enough exposure in their sort- 
ing to move from being hesitant to being automatic. 


10. Return to meaningful texts. After students have practiced with their sorts, 
they should be given the opportunity to look for other examples to add to their sorts. 
‘These hunts should take place in real texts. 


c. Matching Word Study activities to development. In order to set up a Word Study pro- 
gram for your students, you will need to target activities appropriate for the developmental 
level you found from the spelling inventory you administered. For each level Bear et al. 
have recommended some general reading and writing activities as well as the focus the 
Word Study activities should take. 


Preliterate stage. Reading and writing activities include reading to students, directed 
listening activities, dramatics, oral language activities, short dictations of one to two 
sentences, group language experience charts, drawing, and storytelling. 

Word Study activities should include learning to recognize the alphabet and 
using concept sorts, which are sorting tasks designed to help students differentiate 
and expand upon their existing concepts and labels for those concepts (e.g., animals, 
seasons, school activities). ` 
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ove a Early Letter Name Stage. Appropriate reading and writing activities for this stage are 
lents reading to studerits, concept of word activities using rhymes and pattern books, writ- 
ing in journals, and rereading dictations. 
2:18 The Word Study focus should be sorts of pictures and words by initial conso- 
ls, io nants, collecting known words for students' word banks, and introducing consonant 
le, to blends and digraphs. 
mae Middle and late letter name stage. In this stage reading and writing activities include 
reading to students, reading longer dictations, process writing, and encouraging in- 
h by 1 vented spellings. 
Is on 1 Word Study includes sorts of pictures and words by families (e.g., -at), short vow- 
> dif- els, and the CVC pattern, continuing with consonant blends and digraphs, expanding 
students’ word banks, and open and closed sorts and games with short vowels. 
in Within word pattern stage. In the within word pattern stage, reading and writing ac- 
fea- tivities include beginning to read simple chapter books, reading to students, and writ- 
ers' workshops, conferencing, and publication. 
Word Study should focus on beginning a Word Study notebook which records 
hide à sorts, emphasizing closed sorts of known words, sorts of long versus short vowels, ex- 
z and ; amining long vowel patterns through open and closed sorts, and initiating an examina- 
ttern 4 tion of homographs and homophones (e.g., main and mane), low frequency short vowels 
| with consonant digraphs (e.g., taught), and r-controlled short vowels (e.g., first). 
l pua 1 Syllable juncture stage. Syllable juncture reading and writing activities include read- 
elop. ing chapter books of up to 200 pages, reading to students, beginning to work on out- | 
: E lining skills and adjusting reading rate to purpose, and continuing to explore reading 
their : and writing styles and genres. 
sort- In this stage Word Study should include continuing with students’ notebooks, 
1 examining consonant doubling and plurals, using words to study from students' read- 
sorts, ing and writing, sorts on prefixes and suffixes, studying polysyllabic words for stress 
sorts, : and accent, and linking meaning with spelling. 
Derivational constancy stage. Activities for reading and writing include focusing on 
pro- recreational reading, plenty of reading and writing experiences, and developing study 
ental skills such as notetaking, textbook reading, reference work, and report writing. 
at al. Word Study includes continuing the activities of the syllable juncture stage plus 
s the examining vowel alternations, Latin and Greek roots, and content-related words from 
foreign languages, and developing an interest in etymology in the content areas. 
scted ` | 
qur Cautions and Comments | 
It is obvious from this description of Word Study that it is more than just a strategy to teach 
: and phonics and word identification. It is a comprehensive approach to teaching not only phon- 
itiate ics but also vocabulary, spelling, writing, and concept development. All aspects of Word | 
nals, Study seem to have been thoroughly researched over a sustained period of time. It is sys- | 


tematic in how it prescribes instruction based on assessment. It should be commended for 
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how it proceeds from what students bring to the learning situation and trying to capitalize 
upon what they know. Through the use of discovery and critical thinking, Word Study 
seems to overcome the drawbacks of drill and memorization on which traditional phonics 


approaches seem to rely. Additionally, 


assessment through the use of the spelling inventory 


seems easy and straightforward. Indeed, a side benefit of Word Study assessment may be 
that it helps teachers in their ability to examine students' writing. 

As with any new approach, teachers may encounter some difficulty in getting started. 
Orchestrating Word Study activities for a whole class or a number of classes simultaneously 
could be time-consuming. Indeed, informal feedback on the implementation of Word Study 
would indicate management issues are the major problem, particularly if teachers decide to 
use four to five small groups and try to implement the games at the same time they are try- 
ing to do the sorts. It might be recommended that teachers implement the approach at a 
slower pace rather than try to do all the activities of Word Study at once. Indeed, this may 


help students who are used to traditional spelling instruction and are having problems ad- 


justing to the type of instruction appropriate for Word Study. 

Tn recent years, the Word Study approach has been refined and expanded as feedback 
from various sites has informed practice and as needs have arisen. Although the approach 
may not have been subjected to study using traditional randomized groups design, the var- 
ious elements offer a well-tested approach to word analysis with many of the elements cited 
as important by the National Reading Panel as well as others (¢.g., Cunningham and Cun- 


ningham, 2002). 
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study instruction. The Reading Teacher 50(2): 
98-108. The Directed Spelling Thinking Activity 
(DSTA) is a technique that engages students in ac- 
tively looking for categories and relationships for 
words. 


Analytic Method 


Purpose 


The Analytic Method, or implicit method, of phonics instruction is designed to provide stu- 
dents with strategies for decoding unfamiliar words; in this method, students are encour- 
aged to employ their knowledge of the phonic elements within familiar words. 


Rationale 


As was indicated in the overview to this unit, most of the practices described in Units 1 
through 4 incorporate phonics instruction as one of the areas for instructional emphasis. In 
Units 1 through 4 many of the approaches are primarily analytic but often include a mix, es- 
pecially Guided Reading, Shared Reading, Directed Reading Activity, New Basics/Rich 
Literacy Tasks and the various Language Experience-oriented approaches. 

The authors of the National Reading Panel report characterizes analytic phonics as 
follows: “Analytic phonics avoids having children pronounce sounds in isolation to figure 
out words. Rather children are taught to analyze letter-sound relations once the word is 
identified" (National Reading Panel, 2000, 2-89). The analytic method of phonic instruc- 
tion is based on the premise that words can be analyzed into their common phonic elements. 
The student is introduced to a number of common words, from which an analysis of com- 
ponent parts can follow. That is, when the student has a bank of words with the same phonic 
features, phonics instruction begins. For example, students might be asked to discover this 
generalization: the common sound of the letter b as in bat, ball, and boy. 

In essence, this method places stress on meaning and on the importance of building 
a bank of known words as the basis for acquiring certain phonic understandings. Letter 
sounds are never learned in isolation, thus avoiding the distorted notion that isolated let- 
ters have sounds. Phonic elements are learned through discovery, rather than through rote 
memorization. 


Intended Audience 


The Analytic Method of phonics instruction is suggested for use with beginning readers, 
where the emphasis is placed on learning sound/symbol relationships. The method may be 
used in conjunction with existing classroom materials or as a substitute for them, either in 
a group or in an individual situation. 
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Description of the Procedures 


The discussion of the actual teaching of an Analytic phonics lesson focuses on the follow- 
ing steps: (1) auditory and visual discrimination, (2) auditory discrimination, (3) word 
blending, and (4) contextual application. 


1. Auditory and Visual Discrimination. Hearing and seeing the likeness and differ- ] 
ences in sound and letters are essential parts of phonics instruction. It is from this base that 4 
an analytic phonics lesson begins. If a teacher were to present a phonics lesson concerning q 
the single consonant d, the first thing to do would be to put a sentence on the board, under- 
lining the word containing the target element in this way: 


The dog bit the boy. 


Rather than call attention to the sentence at this time, the teacher writes other words 4 
on the board that have the same phonic element. The words should all be known words, 4 
Children are asked to look at the words and read them. It is suggested that the students, q 
rather than the teacher, pronounce the words. Since language differences may exist between 
the teacher and the children, the sounds produced by the teacher may differ from those pro- ' 
duced by the children; some confusion may arise. 

Words that might be listed could include: 


Dick 
dot 
dig 
duck 


Emphasis is placed upon the beginning sound as each is pronounced, but the phonic ` 
element is never separated from the word. Through questioning and discussion, the teacher 
would elicit the following from the students: (a) the words all start alike, and (b) the words 4 


all sound alike in the beginning. 


2. Auditory Discrimination. Now that students have seen and heard that the words start į 
alike, the next step is to reinforce further the targeted phonic element through the student's 1 
listening vocabulary. A new group of words is read by one of the students, rather than by the | 
teacher, again to avoid possible language confusion caused by differences in sound produc- 
tion between the teacher and students. The students are now asked to decide whether these 1 
words begin in the same way as the group of words on the board. The new words are not j 
written on the board. Words that might be used here could include: 


dock bank deep 
went dark rich 


Finally, students are asked to generate words that begin the same way as the targeted 
phonic element: 1 


dumb do Doug dear 
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3. Word Blending. If students are successful with the first two steps of the teaching pro- 
cedure, they will be ready to learn to generalize from known words how the targeted phonic 
element sounds in new words. A sight word is written on the board, and below this word, 
another one with the targeted element: 


mad 
dad 


Students are asked to focus on the similarities and differences between the word that 
they know and the new word with the phonic element they are learning. They should ob- 
serve that: (a) the words end alike; (b) they sound alike at the end; and (c) they differ in the 
beginning. Once students have observed the above, the teacher draws their attention to the 
fact that the new word starts like the group of words on the board. 

Students are now asked to interchange the beginning consonant elements; thus, the m 
is replaced with a d. Students must remember how words with d sound in order to pro- 
nounce the new word, dad. This process is continued with a few more pairs of words, to en- 
sure that students can.use their newly learned phonic element. Other pairs that might be 
used are: 


bay rip fairy 
day dip dairy 


4. Contextual Application. The last step in this teaching strategy requires that students 
apply their new learning in an actual reading situation, where phonic learning is more nat- 


ural than in isolation. Students are now asked to read their newly acquired words in short 
sentences: 


My dad is at work. 

What day is today? 

Dip your brush in the paint. 
Milk comes from a dairy. 


After reading these sentences successfully, the students are asked to go back to the original 
sentence that started the lesson and read it: 


The dog bit the boy. 


Students may respond to the original sentence in different ways. Some may rhyme 
log with dog, substituting the initial consonant; others may have mastered the sound of d 
and use it in conjunction with context clues to decode dog. The important thing to remem- 
ber is that nowhere in the lesson was the d separated from real words, thus avoiding any dis- 
tortion that may result when the students sound letters in isolation. 


Cautions and Comments 


Substantial claims have been made by proponents of both synthetic and analytic phonics 
approaches as to which is the better method. Certainly, the more holistic approach taken by 
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analytic phonics seems to be the more appropriate learning strategy. Research that bears on | 
the influence of the variations in these approaches upon oral reading performance has 
yielded predictable results. As Allington (1984) indicated: 


The errors of children in meaning-emphasis programs continue to reflect greater sensitivity 
to contextual constraints, while those of readers in code-emphasis programs reflect greater 
sensitivity to graphemic cues and less awareness of context. (p. 848) 


Two comments are in order concerning the use of either analytic or synthetic phonics. First, ; 
some professionals argue that the exclusive use of one approach over the other limits stu- 
dents’ chances to master phonic principles. Moving back and forth between the two ap- 
proaches may be a productive procedure if it enhances the students’ abilities to deal with the 
abstract principles of phonics. It also may prove to be nonproductive, causing confusion 
rather than developing understanding. 

Second, no matter which approach is chosen, it must be remembered that the ultimate 
test of a student’s ability to use phonics is whether the student is able to read successfully 
for meaning and to apply such skills in contextual situations. Regardless of the method 
used, it is possible that a student would acquire adequate phonic skills and still remain a 
poor reader. With respect to either the analytic or the synthetic phonic method, it would | 


seem imperative that students’ newly acquired phonic understandings be applied to actual 

reading situations. In longitudinal studies of reading development, Tierney and Sheehy 
(2002) has reported a clear and consistent 
sus decontextualized phonics instruction. 
(1999) provides complementary evidence of the advantages of systematic phonics within ` 
meaning-centered approaches and consistent with calls for a balanced approach (Cunning- 
ham and Cunningham, 2002; Duffy and Hoffman, 2002; International Reading Associa- 

tion, 2002; National Reading Panel, 2000; Taylor, Pressley, and Pearson, 2002). ; 
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3 i 
TN | Purpose . 
dds i 3 The purpose of Synthetic Word Families, or explicit phonics, is to: (1) increase vocabulary | 
i p 1 through the use of consonant substitution and (2) aid students in word identification skills 4 
Taylor, by employing the strategy of blending letter sounds with contrasting word elements. j | 
aching 1 
teach- n 
euses Rationale 
ce and 
Joston: grams that teach children to convert letters into sounds or phonemes and then blend the 4 
xh the sounds to form recognizable words (National Reading Panel, 2000, 2-89). In Units 1 ' 
'edures through 4 a number of approaches and practices incorporate phonics instruction as one of the Ji 
col areas for instructional emphasis. In terms of synthetic phonics, Direct Instruction, Monroe | 
a " Methods, Gillingham-Stillman, and Success for All represent synthetically oriented ap- 


Review, proaches, although many approaches adopt practices that are somewhat synthetic in orienta- 
vach to tion. Taken together, the discussion of synthetic approaches and these aforementioned 


The authors of the National Reading Panel report characterizes synthetic phonics as pro- 
| 
| 
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strategies provide for a solid representation of synthetic approaches to teaching phonics, | 
However, it should be noted that the National Reading Panel mentions those included in the 3 
compendium as well as a few that are not, but most of these are published reading programs 1 
that are purposely not included in the book. 
To a large extent, Synthetic Word Families often become the cornerstone of the syn- 1 
thetic approach. Word families are word elements that contain both vowel and consonant el- 3 
ements, to which can be synthetically blended an initial consonant element. For instance, the 
word family at can be blended with the sounds of b, c, f, and h to form bat, cat, fat, and hat. | 
Word families have also been variously referred to as phonograms, graphemic bases, and ] 
spelling patterns; they form the basis for reading systems claiming a linguistic approach. 
The use of word families is based upon the principle that English is an alphabetic 4 
writing system employing a methodical code that is easily broken. This code consists of 1 
many contrasting patterns (word families), which the student can take advantage of when | 
learning to read. Therefore, reading instruction centered around the patterns of language | 
and the contrasting elements that may be generated from those patterns might be highly 1 
conducive to success in identifying unknown words and in learning to read. Less impor- 1 
tance is placed on learning words in context, since instruction with Synthetic Word Fami- 
lies begins with parts and proceeds to form wholes. f 
When using word families in conjunction with consonant substitution, the instructor 
can capitalize on the principle of minimal contrast and the student's knowledge of letter 
sounds. After a model word (a known word) has been explored for its elements, the word 
family (vowel and consonant elements) can be used to generate new words through conso- 
nant substitution. Learning is accomplished by building on what is already known, varying : 
that known element only minimally. Thus, the identification of new words is centered 4 
around maximum similarity and minimum difference—the maximum similarity being the 4 
word family, and the minimum difference being the synthetically blended consonant. 


Intended Audience 


The use of Synthetic Word Families is commonly associated with beginning reading in- 1 
struction in the primary grades. Although Synthetic Word Families are intended to be used 1 
as the total reading program, they may also be used as a supplement for other materials de- 4 
signed to teach word identification skills. 


Description of the Procedures 


Some background information is in order before dealing with the teaching procedure. The 
following would be representative of the use of Synthetic Word Families in books known as 3 
linguistic readers: 


Natisacat 

Is Nat fat? 

Nat is fat. 

Nat is a fat cat.* 


*C. C. Fries, A. C. Fries, R. Wilson, and M. K. Randolph, Merrill linguistic readers: First reader. (Columbus, [0:5 
Charles E. Merrill, 1965) 4. 


mics. 
n the 
rams 


syn- 
nt el- 
>, the 
| hat. 
, and 
h. 

betic 
its of 
vhen 
uage 
ighly 
apor- 
ami- 


uctor 
letter 
word 
MSO- 
ying 
tered 
g the 


g in- 
used 
s de- 


. The 
vn as 


s, OH: 


Phonics and Word Identification 209 


The above is a prime example of the use of initial consonant substitution and minimal con- 
trasts within the word family at. 

Aukerman (1984) has described the variety of ways word families are used in lin- 
guistic readers. Synthetic Word Families are built upon a base sound that may be a sound in 
any position—beginning, medial, or ending. For instance, using the short vowel sound of a 
(aah) with both initial and final consonant substitution, a number of combinations may be 
generated: 


fa (fat) pa (pal) na (nab) 

da (dad) sa (sad) va (van) 

ma (mad) ba (bat) Ia (lap) 
or 

at ax (axe) ap (apt) 

am ad (add) ak (ack) 

an (ant) ag as 


Nonsense combinations are encouraged in linguistic material, since they may be parts of 
meaningful words that the student may meet later. 

A second method would be to use a medial position and word family, such as -an, and 
build words or nonwords that are larger in length: 


ban bans band 
bant banx banp 
bang banz bank 


Using different initial consonant sounds, numerous other combinations may be built, both 
with and without meaning. 
Word pairs may also be used as follows: 


lamp belt tilt band 
ramp felt pilt cand 


On the other hand, if more regularity is desired, an identical base with the five short vowel 
sounds could be used, to which initial consonant sounds might be added: 


b-all g-all p-all 

c-all. h-all s-all 

f-all m-all t-all 
or 

b-ell j-ell p-ell 

d-ell m-ell s-ell 

Fell n-ell tell 


Used in the previously mentioned ways, the Synthetic Word Family concept can produce 
innumerable word combinations. 
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UNIT 5 


To present a more manageable application of Synthetic Word Families, and to show 
how they may be fit into a teaching procedure to augment other types of instruction in word 
identification, we will focus our discussion of Synthetic Word Families on: (1) prior con- 
cepts, (2) teacher guidance, and (3) student independence. 


1. Prior Concepts. There are certain prior concepts or learnings that students may need 
to have before the teacher can initiate a Synthetic Word Families approach. These include: 
(a) a small bank of known words, (b) rhyming words, and (c) consonant sounds. 

A first pedagogical principle is that learning proceeds from the known to the un- 
known. In accordance with this principle, the Synthetic Word Families approach begins 
with a small bank of known words to serve as a referent from which to generate new words. 
It is recommended that whole words, rather than elements of words, be used to initiate this 
procedure. For example, b-ell might be easier to learn than -ell. 

Students must be sensitive to rhyme. They must be able to recognize that words that 
look alike at their end (possess the same word family) probably rhyme in most cases. In ad- 
dition, students must know which parts of rhyming words sound alike, and which parts do 
not. To this end, students should be given auditory discrimination activities to ensure that 
they can differentiate between the rhyming and nonrhyming words. 

Finally, knowledge of individual consonant sounds is necessary, so that students may 
effectively synthesize these sounds with word families. Needless to say, it will be difficult 
to rhyme words without a knowledge of consonant sounds. 


2. Teacher Guidance. Again, as with most teaching procedures, it must not be assumed 
that even if students have mastered all necessary prerequisites, they will be able to use word 
families effectively to improve word identification abilities. The teacher must guide the stu- 
dents toward independence. 

Initially, teachers should select a model word that is part of the student's known vo- 
cabulary. New words are generated by using: (a) the same word family as the model word 
and (b) differing beginning consonant sounds, which may be placed next to the model. An 
example might be: 


dog 
bog 
fog 
hog 
log 


"Through observation and teacher encouragement, students will see that the new words look 
like the model except for the initial consonant. Students who have mastered consonant 
sounds will be able to read the minimally contrasting words. By doing this, students will 
recognize that all words sound alike. The teacher may point out that detecting word family 
elements can aid in pronouncing unfamiliar words. 

Exercises as described above should be continued by using other words the students 
know as a basis and blending known consonant sounds to them. Gradually, the teacher 
should allow the students to generate new words. Later on, the use of diagraphs and blends 
as possible initial substitutes should be explored and demonstrated. i 
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By going through these exercises diligently, the teacher can be confident that the stu- 
dents are able to use the concept of Synthetic Word Families in substitution exercises. How- 
ever, there may not be any transfer to “real” reading and to student independence from these 
exercises alone. 


3. Student Independence. Exercises like these do not necessarily ensure that students will 
be able to match mentally the word families they know with the unfamiliar words they en- 
counter in reading. To help students gain independence in using word families, Cunningham, 
Moore, Cunningham, and Moore (1983) have recommended a teaching procedure to aid stu- 
dents in mentally processing word matches to identify unfamiliar words in their reading. 

The first step in this strategy is to create five cards with known words for each stu- 
dent. For instance, the five word cards may be: tell, can, dog, it, and bump. The teacher 
writes a word on the board, such as bell, and students are expected to find a match among 
their cards. This is followed by the teacher, or more preferably, by a student volunteer, 
demonstrating how the words look alike (word family) and how they differ (initial conso- 
nant), and then pronouncing both words. Searching through their small bank of word cards 
to secure a match will aid students in eventually gaining the facility to match words on their 
own when reading print. Word cards are continually added, and this procedure is continued, 
until students have mastered 15 word cards as well as possible matches. 

The second step of this strategy is for students to match a word printed on the board 
without the aid of the word cards. This is the point where students start to use their total 
mental processes to provide a match. All 15 words are used in this step. 

The third step involves the extension of the 15 words to include all the words the stu- 
dents know. A new model word is given, and students are asked to figure out the unknown 
word by attempting to match it with a known word in their heads. In this way, they gain fur- 
ther independence in using Synthetic Word Families to decode unknown words. 

The fourth and final step is for students to apply this concept to their reading. When 
a student encounters difficult words, the teacher should encourage the student to think of a 
word family that ends like the unknown word, to aid in identifying it. It is here that students 
face the true test of using Synthetic Word Families, i.e., word families to aid in decoding un- 
known words. 


Cautions and Comments 


When using Synthetic Word Families as an aid to improving word recognition, teachers need 
to be aware of some possible problems. For example, using word families in isolation with- 
out helping students use them in actual reading situations may be problematic. Students need 
to be shown the relevance of word families to reading text selections. Indeed, the use of word 
families may deteriorate into a game of word calling if students are merely asked to play with 
words, no matter how exciting this activity may become. Furthermore, students taught using 
synthetic methods may be prone to become overdependent on graphic clues. 

Some problems may arise in generating new words using word families. Nonsense 
words, though advocated by linguistic approaches to reading, should be avoided. By defin- 
ition, these words are meaningless, despite the linguistic consistency they provide. They are 
likely to contribute to readers' substituting nonsense words for unknown words in text 
where real words should apply. j 
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The second area of concern is that of irregular words. For instance, does bow rhyme 
with cow or row? Furthermore, consonant sounds may become distorted when sounded 
separately, as with the sound of b-buh. Should bat be pronounced as buh-at? 

An alternate use of Synthetic Word Families has been developed by LaPray (1972) 
for use with poor readers. Those students who have mastered little else in reading except 
their names are asked to list spontaneously their names and other words they may know, 
Utilizing the few words generated, new words can be built from their known parts. For ex- 
ample, if a student lists only Bill, dog, and mom, new words may be built and learned, first 
by sound and then by context, by putting them into a short phrase or sentence. 

Perhaps the best known example of a synthetic phonics approach is Direct Instruc- 
tion, which is an integral part of an approach called Reading Mastery. Despite claims of the 
success of the approach through the second grade, most students do not appear to retain an 
advantage and may lag behind students who have received systematic phonics in more 
meaning-centered approach (Dahl, Scharer, Lawson, and Grogan, 1999; Foorman, 1995; 

Grisson, 1988; Tierney, 1992; Tierney and Sheehy, 2002). 

Finally, to leave the reader some food for thought, Kenneth Goodman’s (1976) com- 
ments on the efficacy of phonic instruction are worthy of note. : 


mum lees fo m 


You have to put skills in the context of meaning. That's where they have the most value. 
That's where they maintain their proper proportion. And there they won't lead to the devel- 
opment of problems which eventually interfere with learning to read. In fact, children learn 
best this way because skills taught in context don't result in incorrect generalizations which 
then have to be overcome. 

Take the common emphasis on phonic skills. When you isolate a letter or asound, you 
make it more abstract, and you also change its relative value. If I give kids the sentence, “The 
girl is in the garden,” I can talk about the initial letter of girl and the sound that it relates to. 
But if I give the lesson backwards, if I start with the sound of g, then I’m saying that each 
letter has a value—a meaning. That's not true. The value is dependent on the sequence that 
it's in. And the importance of noticing and using a particular graphic cue is exaggerated be- 
cause in context it works together with everything else. (p. 7) 


In a similar vein, the findings of the National Reading Panel emphasize the importance of 
balancing a synthetic approach with an emphasis on meaning and stress the importance of 
teachers focusing on the purpose of phonics instruction in terms of developing readers’ abil- 
ity to apply their skills in context. Likewise, various other discussions of the role of phon- 
ics express similar concerns (e.g., Cunningham and Cunningham, 2002). 
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Syllabary/Analogy Method 


Purpose 


The purpose of the Syllabary/Analogy Method is to: (1) teach word identification skills 
through the use of the syllable as the unit of instruction; and (2) use a comparison-contrast 
strategy to decode words by proceeding from known word parts to unknown word parts. 


Rationale 


The Analogy Method of teaching phonics or the Syllabary approach teaches children to use 
parts of written words they already know to identify new words. The Syllabary/Analogy 
Method of improving word recognition skills is based upon the use of the syllable as the 
unit of pronunciation. It is an alternative to traditional phonics, which is based upon the use 
of phoneme/grapheme correspondence. 
Phonemes, the basic sounds of language, become distorted when pronounced in iso- 
lation; i.e., the sound of the letter b pronounced in isolation is buh. Some students seem to 
have difficulty learning to pronounce these units and even more trouble blending them to- 
gether; i.e., buh-ah-tuh = bat. Although the use of phonics to decode unknown words pre- 
sents difficulty to some, most students do have the facility to segment words into syllables 
(Gibson and Levin, 1975). 
The Syllabary, seemingly a more natural unit of pronunciation for some students, 
may provide a sound means to overcome those phonological problems by beginning with 
those units (syllables) that are more easily recognized and pronounced in isolation (Gleit- 
man and Rozin, 1973). To illustrate this point with the word paper; note the difference in 
ease of pronunciation between puh-aper (only first letter sound in isolation) versus pa-per 
(two syllables in isolation). This premise and the use of a comparison-contrast strategy to 
decode unknown words form the basis of the Syllabary, which was developed as a means to 
teach word recognition skills. 
There are some differences among the teacher strategies advocated by the various 
materials for teaching beginning readers decoding skills; however, it can be inferred that: 
(1) certain rules must be applied by readers to identify unfamiliar words, and (2) they must 
be applied in some certain order. To identify an unknown word, readers are taught to apply 
an ordered set of syllabication rules and then to apply phonic rules with each of the indi- 
vidual syllables. p 
Cunningham provides this example with the word recertify to illustrate the word 
identification processes a reader might typically use: 


1. Reader decides on the number of syllables by counting the vowels (remembering that 
the y at the end of a word is a vowel): four vowels = four syllables. 
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2. Reader divides the word in syllables by applying the following ordered rules: 


a. Divide between a root word and a prefix: re certify. 

b. Divide between two intervocalic consonants (except final consonant, of course): 
re cer tify. 

c. Divide before a single intervocalic consonant: re cer ti fy. 


3. Reader applies rules to the letters in each syllable. 


a. re: ends in a vowel—long e sound; think long e sound—blend with r—pronounce 
re. 

b. cer: c before e, i, or y usually has the s sound; e is controlled by r Blend c with 
er—pronounce ser: 

€. ti: just like first syllable, if it ends in a vowel; try the long sound— pronounce ti. 

d. fy: when it is a vowel rather than a consonant, y can be pronounced as in cry or as 
in daddy. Try fi. 


4. Reader blends all four syllables together: re ser ti fi. Reader does not recognize word 
as one he or she has heard before or knows a meaning for, so reader tries different sound 
correspondences. 


5. Reader tries a different sound for the syllables. Perhaps it is a y as in daddy: 
ré ser ti fé. Still not a word reader knows; perhaps this is a word the reader has never heard 
of before? 


6. Finally, reader remembers about unaccented syllables and tries a schwa in different 
places until he happens upon the correct pronunciation: rë ser t'f i. “Oh, like what happens 
if you forget to renew your license and have to be recertified to get another license." 


7. Reader continues reading (Cunningham, 1975—76, 129—130). 


Although it may seem difficult, if not impossible, for this process to take place in a 
reader's mind as he or she attempts to identify an unknown word, this current mode of word 
identification processes is advocated and taught to elementary school students. 

To provide an alternative to the theory that students apply an ordered set of rules in 
word identification, Cunningham (1975-76) proposes a synthesized theory of mediated 
word identification, based on these premises: 


1. Words and word parts are stored in the human memory. 


2. Word identification does not involve the application of teacher-taught rules; rather, it 
involves a search through this memory-store, comparing the unknown with the known. 


3. Unfamiliar words not recognized on sight are segmented into units. 


4. These units are compared/contrasted with known words, with word parts, or with 
fragments, for identification. 


5. Recombining the units results in a word for which the reader knows a meaning or a 
sound referent. 


6. Readers form their own rules (they are not taught rules) for decoding unfamiliar 
words by comparing/contrasting the unknown with the known. 
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Applying the synthesized theory of word identification to the previous example with re- 3 
certify, it can be assumed that the reader has numerous words and word parts in his memory- 4 
store and has also developed the ability to compare the unknown to the known. Segmenting F 
an unfamiliar word occurs not by successively applying adult-taught syllabication rules, but 4 
by recognizing known parts in the unknown whole. 1 

The reader can identify the unfamiliar whole recertify through a variety of compar- 
isons such as: 


1. If certify is in the reader's memory-store, along with either the word part re or other 
words beginning with re (reexamine; relay), the resulting combination of the two parts is 4 
tested against words for which the reader has sound and/or meaning referents. 1 


2. If certify is not in the reader's store, it might be segmented into more manageable ; 
units. For instance, the reader might have identify or sanctify for the segment tify. The reader 3 
could identify re as described. Cer might be secured from parts of certainly or ceramics, 4 
Again, the reader would combine parts for comparison against the reader's sound and/or f 
meaning referents. 


3. If a wrong match is chosen from the reader's word-store (recreation instead of relay, $ 
or ceremony instead of certainly), the reader will be unable to identify it as there will be nei- 
ther sound nor meaning referent. The reader will reenter his or her memory-store for a more 
appropriate match. 


Intended Audience 


Gleitman and Rozin (1973) suggested three possible ways to incorporate the use of the Syl- 
labary in reading instruction in the elementary grades. First, it may be used as an introduc- 4 
tory system to make phonics utility more accessible to students. Second, the Syllabary may j 
be used as a substitute for teaching many phonics principles, thus minimizing the quantity | 
of instruction in that area. Finally, Gleitman and Rozin recommend that the Syllabary could 4 
be used as a remedial approach to word recognition in cases where students cannot master * 
phonics principles. It is the latter use that Cunningham (1975-76) demonstrated success- $ 
fully in a study investigating the use of the syllable as a means to improve word recognition | 
skills. Therefore, the Syllabary seems most appropriate for augmenting other forms of word 
recognition instruction for beginning readers or for readers experiencing difficulty with 
sound/symbol relationships. 


Description of the Procedures 


To employ the Syllabary strategy to improve readers' word identification skills, the teacher 1 
would follow these steps: 


1. Teacher-dominated training 
2. Student-oriented practice 
3. Meaningful reading 


1. Teacher-Dominated Training. The teacher must not assume that students will read- 
ily grasp the thrust of the Syllabary. Teachers should start with familiar one-syllable words 1 
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before moving on to less familiar polysyllabic words. Beginning the training with familiar 
monosyllabic words ensures that students will be able to call upon their own word-store. 

The teacher might begin with words like pen, sill, for, and wind to illustrate how 
words like penny, pencil, silly, before, windy, window, and windowsill may be identified. In 
this way, words or word parts that are known become established in the word-store, en- 
abling the students to use these known words in comparing unknown polysyllabic words. 
For example, knowledge of the words wind and silly will enable a student to make the ap- 
propriate comparisons to identify the word windowsill. Teacher questioning should accom- 
pany this step of acquainting students with the use of the Syllabary to ensure the match 
between syllables and the known word parts. Gleitman and Rozin (1973) have recom- 
mended the use of pictures as an aid to identifying unknown words by their syllabic parts. 
Some examples are shown in Figure 5.1. 


2. Student-Oriented Practice. At this point in the strategy, the students are ready to 
begin more independent work with the concept of the Syllabary. Polysyllabic words are in- 
troduced for students to decode using the comparison/contrast strategy. Work may be done 
individually, but is probably best accomplished in pairs or in small groups until students 
have a firm grasp of the concept. An illustration of this type of practice follows. 

Words like sleepless, blanket, and pillow might be introduced. The teacher is cau- 
tioned that it may be necessary to guide the students through a few practice words before 
they can work independently. For instance, using the syllabary to decode sleepless, the 
teacher can show children Jess, which might be a word in their memory-store or a word part, 
as in unless. 

Again, the teacher is illustrating how to compare unknown words to known words or 
word parts in the students' word-stores. As students gain skill and confidence in using the 
comparison/contrast strategy, more complex words may be introduced. It is suggested that 
as students are exposed to new words, these words be written on word cards for review and 
reinforcement. The comparisons students have made from their word-stores may be written 
on the back of the card and may be referred to by the student if any difficulty arises during 
the review. Review with flash cards may be accomplished by pairing the students. 


3. Meaningful Reading. It is to be remembered that the implementation and usage of 
the Syllabary has occurred only when unknown words were seen in isolation. The ultimate 
test of any form of word identification occurs when the student becomes able to decode un- 
known words from a meaningful context. Hence, the follow-up step in the use of the Syl- 
labary is to develop students' ability to deal with unknown words in story reading. 
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FIGURE 5.1 Use of Pictures to Identify Unknown Words 
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Itis recommended that a short story consisting of a few paragraphs be constructed, using 
many of the words students have studied in isolation. Variations of those words or similar words 
should also be incorporated. For example, the polysyllabic words used in Section 2, student- 
oriented practice, should be used, but the teacher should attempt to use the variations 
(sleeping; pill) as well. In this way, the teacher can be assured that the comparison/ 
contrast word identification strategy is being successfully implemented and has been 
transferred to real reading. An illustration of a short story using these words is included. 


Nim looked very sleepy. 

He threw his pillow on the floor. 
He removed his blanket. 

He had not gotten to sleep. 

It had been a sleepless night. 


Cautions and Comments 


There are apparent merits to a word identification strategy employing the Syllabary; how- 
ever, there are also a number of cautions of which teachers should be aware. First, although 
the syllable may be more easily pronounced in isolation than a phoneme, there are thou- 
sands of separate syllables in the English language. The task of dealing with each of these 
units might be overwhelming. For this reason, it should be used in conjunction with sound/ 
symbol relationships. 

Second, dialect differences in readers make for differences in syllable pronunciations. 
What may seem to be an obvious comparison with an individual’s word-store may be obvi- 
ous only to the teacher who also has a particular dialectical pattern. The students may not 
necessarily be contemplating the obvious comparison because of differences in their speech. 

Third, the syllable is very much influenced by the stress it receives, i.e., the sound shifts 
with the stress (Goodman, 1973). For example, site becomes situate by adding more meaning 
units to the original word. This could very easily produce confusion for the younger reader. 

Despite these problems, the Syllabary/Analogy approach has been supported by re- 
search. Cunningham (1975-76, 1978) found differences between a group trained to use the 
Syllabary concept and a control group, when both groups attempted to decode unknown 
words. 

Elements of the Syllabary/Analogy Method—namely, the use of known words as 
cues to unknown words—have been incorporated successfully in strategies developed and 
used by Benchmark school in Pennsylvania (Gaskins et al., 1997), Gunning (1995), and by 
Lovett, Warren-Chaplin, and Ransby (1990). 
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zech, 
hifts Purpose 
ining Retrospective Miscue Analysis was developed by Goodman and Marek (1996) as a strategy 
ler. that engages readers of all ability levels in revaluing their reading by reflecting upon and 
y re- evaluating the reading process by analyzing their oral reading miscues. 
e the 
1own : 

Rationale 
ls as One of the key concepts of Retrospective Miscue Analysis is the notion of revaluing the 
| and reader versus remediating the reader in trouble. Central to the strategy is the view that stu- 
id by dents, regardless of ability (especially when they are incurring reading difficulty) can im- 

prove their reading by self-reflection on their own processes. In particular, such reflection 

can simultaneously shift a reader's views, values, and approach to reading—especially if 
the reader applies a sociopsycholinguistic lens to examining their own reading processes. 

As support for these notions and undergirding the approach espoused, several case studies 

have been pursued. 
liated Retrospective Miscue Analysis is both an extension of miscue analysis and a shift in 

. p y: y 
* a orientation in its use. Retrospective Miscue Analysis builds upon the notion that miscue 
study 


analysis affords a window into the reading process of students and extends its use as an as- 
York: sessment tool to serve teachers' needs toward meeting the needs of the readers themselves 
struc- as a way of self-examining, understanding, and improving their own processes. In some 
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ways, the strategy is not unlike video replay, which has been used as a teaching tool for pro- 
viding feedback and monitoring improvements in various activities. As Goodman and 
Marek (1996) suggest: 


...it can help them come to revalue themselves as readers. . . . readers discover for them- 
selves that reading is a process of predicting, inferring, sampling, confirming, and correct- 
ing...they dismantle the notion that good reading is represented by error-free reproductions 
of text... in short, . . . a strategy that has been effectively used to demonstrate to readers 
what we know about the reading process. . .. Much in the same way that researchers learned 
about the reading processes using reading miscue analysis, readers analyze their own miscues 
to discover the reading process for themselves. In a typical retrospective miscue session, read- 
ers listen to a previous tape recording of themselves reading a text. Then one by one they an- 
alyze several miscues, asking questions like: Did the miscue make sense? Was it corrected? 
Should it have been? Why was the miscue made? Did it affect my understanding of the text? 


(pp. ix-x) 


Goodman and Marek (1996) claim that the strategy can result in readers shifting from what 
they term as a “skill-based text-reproduction model of the reading process" (p. x) to one that 
is more confidently transactional and meaning-centered. 4 
Undergirding the strategy is a solid foundation of collaborative efforts with teachers 
focused upon case studies with readers as well as a history of involvement in miscue analy- 
sis research that has led to a theory of the reading process which began with Ken Goodman. 
The discussion of various strategies in the current volume present these notions (see Whole- 
Language, Unit 2, as well as Goodman’s Reading Strategy Lessons, this unit), The work in 
Retrospective Miscue Analysis extends these notions in a number of ways in conjunction 
with their explorations of the nature and value of the self-reflection that they have been ex- 
amining across case studies with teachers. 
Case studies of readers of varying ability have been essential to the development of 
their notion and refinement of the strategy. From these case studies, as Goodman and Marek 
(1996) note, they refined their understanding of how to better approach revaluing or guide 
the retrospective analysis. For example, certain initial observations were made: 


m Ali the readers brought to the reading process a wealth of linguistic and world knowledge 

m Each reader had misconceptions of the reading process and most undersubscribed to 
a constructing meanings approach while oversubscribing to a dependence upon 
skills, and many had contradictions in what they viewed as characteristics of effective 
strategies 

m All the readers had misconceptions about their proficiency as readers 

m All the readers seem to have been influenced by the instructional emphases that they 
received in school and oftentimes these emphases had a negative impact 

= Regardless of their view of reading, all readers had the potential for understanding the 
complexity of the reading process, the qualitative nature of the reading process, and 
the importance of reading for meaning 

w Each reader had the ability to become more proficient. 


Retrospective Miscue Analysis differs from programs intended to meet the needs of 
students having problems in two distinct ways. Whereas many programs approach the stu- 


ds of 
> stu- 
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dents with a view to remediation with predetermined interventions, Retrospective Miscue 
Analysis focuses upon having students revalue their own reading by reflecting upon their 
own processes. Whereas approaches to explicit training of strategies (based upon develop- 
ing a metacognitive language for strategizing) often assume that students (especially poorer 
students) do not have a metalinguistic awareness of their own processes, Retrospective Mis- 
cue Analysis research has found otherwise. As Goodman and Marek (1996) argue: 


Rather than assuming that good readers have metalinguistic abilities and poor readers do 
not, it is more useful to discover what any reader, regardless of proficiency label, believes 
about the reading process, how they use their knowledge, and what they do when their be- 
liefs conflict with what they do as they read. 

-.. we do not find terms metacognitive and metalinguistic awareness very useful for 
school settings or as a label for reading proficiencies. We prefer more direct and clear ter- 
minology. We simply state that engaging students in talking and thinking about language is 
one important part of reading instruction. (Marek in Goodman and Marek, 1996, p. 103) 


Intended Audience 


Retrospective Miscue Analysis could be enlisted as a strategy for enhancing all readers' un- 
derstanding or valuing of their reading and strategies for reading. 


Description of the Procedures 


"The procedures for implementing Retrospective Miscue Analysis are described in some de- 
tail in Goodman and Marek (1996) from which most of the following description has been 
drawn. Four elements are included in their description of the procedure: 


Initial sessions and screening with the reader 
Developing a plan for guidance 

Conducting a session with the reader 
Follow-up and discontinuance of the sessions 


Initial Sessions and Screening with the Reader. The initial one or two sessions are in- 
tended to introduce the reader to the purposes of the reading miscue analysis, obtain some 
background information on the reader's history and practices as a reader, and, time permit- 
ting, to engage the reader in some oral reading. 


Goodman and Marek (1996) stress the importance of apprising the reader of the pur- 


pose and nature of the initial session and subsequent series of sessions and, in so doing, ad- 
dress concerns and establish some rapport. Once established, the initial screening focuses 
upon the reader's history (including instructional history) as well as the nature of the read- 
ing (and writing) with which they are currently engaged both occupationally as well as 
recreationally or avocationally. There are a host of ways that such information might be 
pursued, and Goodman and Marek (1996) include an example interview form that may be 
used. It should be stressed that the interview should attempt to develop an understanding of 
the literate events with which the reader is engaged, including the kinds of readings they do. 
They might encourage the reader to share their portfolio (if they have such) or the readings 
they are expected to pursue or with which they are engaged. Notes are taken on the initial 
interview. 
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This initial interview serves as the basis for deciding upon a reading selection to be 3 
used for initial observations of their reading process. To this end, the observer will have the 4 
reader orally read one or more selections of sufficient length to begin to glean or understand 
the reader's processes for dealing with one or more texts. Following the oral reading of each ` 
selection, each reader is asked to retell what they read and sometimes develop webs or 
sketches depending upon the selection and the reader. Tape recordings are made of the ora] 
reading and retelling for subsequent explorations. 


Developing a Plan for Guidance. The teacher/coach will examine the tapes and notes 
en route to developing a plan for the subsequent sessions. The oral reading will be exam- 
ined in detail in conjunction with using a miscue analysis in an attempt to understand the 
reader's use of various cueing systems (syntactic, semantic, phonological) as well as over- 
all meaning-making tendencies. The teacher needs to have knowledge of miscue analysis 
and have had experience in understanding/interpreting oral reading patterns en route to de- 
veloping a profile of the reader. Goodman and Marek (1996) stress the teacher-researcher 
nature of these explorations and the need to be engaged in ongoing reflection, refinement, 
and rethinking of what they do and might do. 

In conjunction with planning for the sessions, they suggest the teacher choose to 
focus on certain kinds of miscues rather than all the miscues of the reader and, oftentimes, 
on miscues that help build the reader's confidence. For example, the teacher might focus on 
omissions that are syntactically or semantically acceptable. To this end, they encourage the 
teacher to identify certain specific miscues (from the oral reading collected) prior to the first 
session. As an aid to considering possible foci, Goodman and Marek (1996) offer some 
reader profile characteristics, or tendencies, they have encountered and possible ways these 
manifest themselves as miscues. 


Reader Tendencies 
m Reads slowly or hesitantly; miscues seem graphophonically consistent with text but 
may disrupt meaning 
Select miscues that are acceptable and have no graphophonic similarities. 
Select omission and insertion miscues that are acceptable. 
w Seldom self-corrects 
Select miscues that represent effective prediction, disconfirmation, and self-correction 
strategies. Contrast with those that do not. 
m Produces non-word substitutions for words in reader's oral vocabulary 
Compare miscues that are acceptable with nonword substitutions. 
m Overcorrects despite semantic and syntactic acceptability of miscues 
Select fully acceptable miscues where correction is unnecessary. 
m Is satisfied with focus on surface features rather than on making meaning 
Compare miscues that do and do not make sense. 
Select miscues that highlight manipulation of syntax in insertions and omissions. 
m Does not consistently read efficiently 
Select miscue examples that highlight efficiency of reading. 
a Unaware of the strength shown in making higher quality miscues 
Select miscue examples that highlight quality of miscues. 
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In subsequent sessions, they encourage teachers to examine what they have 
done—especially whether they engaged the reader in reflections and the quality of these 
discussions. 


Conducting a Session with the Reader. The actual session with the reader involves the 
reader in a guided discussion with the teacher and coach over the tape-recorded and tran- 
scribed oral reading that was pursued. To this end, the teacher would have a tape-recorder 
to replay the oral reading, as well as a copy of the text read, and a copy of the same text with 
the miscues of the reader marked. The teacher would focus the student on preselected por- 
tions of the text that contain certain miscues and then discuss with the reader the nature and 
quality of their miscues. Goodman and Marek (1996) suggest the following set of questions 
as a start: 


1. Does the miscue make sense? If not, does the miscue look like what was on the 
page?...sound like what was on the page? 

2. Does the miscue sound like language? 

3. Was the miscue corrected? Should it have been? 

4. Why do you think that you made this miscue? 

5. Did the miscue affect your understanding of the text? 


Each miscue is expanded into a discussion by asking “Why do you think so?" or 
“How do you know?" In some cases, the teacher might not preselect the miscues. Instead, 
the reader is told to stop the tape-recorder when they hear something unexpected. 

Goodman and Marek (1996) stress the importance of engaging the student in a mean- 
ingful discussion of his or her own miscues and stress that the conversation and questions 
should be pursued in a formulaic fashion. They stress that readers might need to be reori- 
ented to the selection that they read and understand what they'll be doing, including ap- 
prising them of the focus of the session and the overriding goal of considering what they do 
that makes sense. They encourage teachers to experiment with ways of engaging students 
in these discussions—especially questions that work with different readers. Again, they 
stress the importance on focusing on what the reader does that is successful rather than just 
what they could rethink or revalue. 

No single session can be exhaustive, and consideration needs to be given to the length 
of the session. In some cases, more than a single session is planned to discuss the miscues 
from a single reading or the extent the same selection can be used for subsequent discus- 
sions. Usually, the session involves the reader reading and retelling another selection to be 
used in the next session. It should be noted that the session requires two tape-recorders—to 
replay the tapes from the prior session and one to tape the current session. 

The authors note that managing the Retrospective Miscue Analysis is very labor inten- 
sive. However, they indicate they have had some success in having students, in groups or in 
pairs, do forms of reflections with one another over their miscues. This affords students the 
possibility of reflecting upon their own processes as a result of being able to contrast/compare 
them with others. In addition, the teacher can have students bring their own materials, and 
rather than preselect the miscues, the teacher can select them (with the readers) in the actual 
sessions. x 
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Overview of RMA Session 


X. Initial Session with Reader 


Preparations: Tape-recorder, background information sheet, note paper, interest inven- 
tory, and typescript for miscue markings 


Steps: 


1. Establish rapport, introduce session, and provide overview 
2. Collect background information and conduct interview about their reading experi- 

ences and instructional history as well as views of what a good reader does 
3. Tape-record reading and retelling (may occur at second session) 


II. Prepare for RMA Session 


Preparations: Tape-recorder, tape of previous session, typescript of text(s), RMA cod- 
ing form, RMA session organizer or equivalent 


Steps: 


1. Check and mark typescript from previous reading 

2. Code miscues 

3. Preselect miscues for RMA session 

4, Find and mark numbers on tape-recorder 

5. Prepare organizer, listing tape numbers and identifying information 


F 


Conduct RMA Session 


Preparation: Two tape-recorders, tape of previous reading, marked and unmarked type- 
scripts of previous reading, two blank tapes, new reading material, and typescripts 


1. Tape-record RMA session 

2. Use organizer to locate and identify preselected miscues 
3. Mark the miscue with student on blank typescript 

4. Discuss miscues using RMA questions as guides 

5. Optional: Tape-record new reading and retelling 


“IV. Analyze RMA Session 
Preparation: Tape-recorder, tape of RMA session, RMA response forms 
Steps: 


1. Listen to RMA session tape-recording and take notes 
2. Transcribe significant portion of tape recording 
3. Begin preparation for next RMA session 


re zi E r3 3 Bic ese A 


Follow-Up and Discontinuance of the Sessions. Subsequent to each session and prior 
to the next session, each teacher is encouraged to reflect upon the session, including doing 
further miscue analysis of the selection read. They are encouraged to consider what has 
transpired in the session, including what has been learned about predispositions as well as 
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what the reader may reorient. Over time, the reader might bring his or her own texts to the 
session. 

Ownership and independence are two primary goals for readers, and the Retro- 
spective Miscue Analysis sessions pursue these and view their achievement as an ongo- 
ing endeavor for all readers. At the point in time when readers display the kind of 
self-engagement of appropriate reading strategies as evidenced by their miscues, and a 
kind of self-improving system or reflection, then the sessions are ended with a debriefing 
for the reader. This is intended to afford the teacher feedback on what subsequent support 
might be in place. 


Cautions and Comments 


Retrospective Miscue Analysis differs from most instructional programs that follow a 
cycle of pretesting students based upon a predetermined set of objectives en route to im- 
plementing an instructional program based upon a predetermined set of options. Very few 
programs approach readers with the goal of developing truly customized support. Retro- 
spective Miscue Analysis is the exception. Retrospective Miscue Analysis attempts to ob- 
serve readers in the act of their everyday reading and to style a program emanating from 
their own reflections. Most of us would appreciate having a coach watch and support our 
reading in this learner-centered fashion. However, I suspect that we would be keen that the 
coach had an in-depth understanding of the nature of reading and was able to cater to a 
wide array of readers. 

Retrospective Miscue Analysis has the benefit of being informed by a solid foun- 
dation of research. Suggestions for implementing the strategy draw upon numerous ob- 
servations of readers as well as a well-developed model of the reading process as 
guideposts to probing readers' reflections of their reading processes. Furthermore, the 
strategy has been explored over a number of sessions involving different readers (of var- 
ious abilities and backgrounds) and different coaches. But, because of the interpretative 
and emergent nature of the guidance, the knowledge and artfulness of the coach must be 
considered as paramount. Indeed, a key feature of the Retrospective Miscue Analysis are 
practices that ensure that the teacher/coach is reflecting upon his or her own analyses and 
interpretations while proceeding with students. Repeatedly guidelines are provided 
whereby the teacher or coach observes and contemplate their guidance and directions. 
Further, a number of articles have begun to appear that afford a discussion of the tech- 
nique in the context of its use in classrooms and on a one-to-one basis (e.g., Moore and 
Brantingham, 2002). 

The engagement of readers in self-reflection seems underutilized in reading except as 
an assessment device with few links to helping readers revalue and reorient themselves. 
Certainly, Retrospective Miscue Analysis moves us in an important new way toward 
learner-centered strategies that are developmental and less intrusive. 

The lens one uses to look at oneself as a reader, as well as the process used to scru- 
tinize such snapshots, is crucial. One's image of oneself is defined in part by the lens used 
and the interpretative processes or orientation that guides discussion of the images. Ret- 
rospective Miscue Analysis uses oral reading (especially miscues) as the lens and the 
framework of a sociopsycholinguistic orientation to interpretation. Perhaps other lenses 
(e.g., video of students interacting with others) could be used as well as other frameworks 
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(interactions within groups). Perhaps an additional lens might engage the students in dis- 


cussing their retellings. 
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Goodman’s Reading Strategy Lessons 


Purpose 


The purpose of the Reading Strategy Lessons (Y. Goodman and Burke, 1972) is to increase 
students' awareness of the language and thought clues available during reading. The lessons 
are intended to: (1) help readers focus on aspects of written language not being processed 
effectively, and (2) support and strengthen readers' use of clues already being used. 


Rationale 


lished doctoral dissertation, University of Arizona, 
Tucson. Details foundational research using Retro- 
spective Miscue Analysis with adult learners. 
Martens, P. 1998. Using Retrospective Miscue Analysis to 
inquire: Learning from Michael. The Reading 
Teacher 52(2): 176-180. Describes the use of Ret- 
rospective Miscue Analysis with a fourth grader, 
Michael. 
Moore, R. A., and C. M. Aspegren. 2001. Reflective con- 
versations between two learners: Retrospective 
Miscue Analysis. Journal of Adolescent and Adult 
Literacy 44(6): 492—503. Explores the use of Retro- 
spective Miscue Analysis with adolescent readers. 
Moore, R. A., and K. L. Brantingham. 2002. Nathan: A 
case study in reader response and retrospective 
miscue analysis. The Reading Teacher 56(5): 
466-474. Explores the use of Retrospective Mis- 
cue Analysis in the context of a case study. 


In Unit 2, Whole-Language was partially described and Reading Strategy Lessons were al- 
luded to. Reading Strategy Lessons are based on Kenneth Goodman's (1967, 1975) notions 
of reading that suggest that there are certain universal reading processes. These processes 
are applied by all readers with varying levels of proficiency across different reading mater- 
ial. Toward the end of acquiring meaning, these processes include: 


1. The reader’s selecting the appropriate and necessary language cues to make predictions 
2. The reader’s verifying these predictions, and 


3. The reader’s reprocessing language cues if predictions prove untenable 
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A diagram developed by Y. Goodman, Burke, and Sherman (1974), given in Figure 5.2, de- 
picts these notions. 

The general goal of the Reading Strategy Lessons is to involve students in a mean- 
ingful reading situation that does not distract them from reading with understanding. To this 
end, some general guidelines are suggested: 


1. The language of the material used should be similar to the language of the reader and 
of worthy literary quality. 


2. The language of the material should not be ambiguous. 
3. The language of the material should use redundant information naturally. 
4. The content of the material used should be both interesting and significant to readers. 


5. Lessons should afford students the opportunity to apply learnings from strategy 
lessons to actual reading situations. 


Author 
(written Predicting 


material) rethink if not 


Reader 
thought | language selects and Score 


guesses 
Confirming 


A 


Reader checks 
syntactic and 
semantic 
acceptability 

Comprehending 


Reader develops 
and integrates 


thought | language meaning 


FIGURE 5.2 Proficient Silent Reading Model* 


*The reader selects the appropriate language cues in order to predict as best he can, based upon his 
knowledge of language and his background experience. He confirms his predictions by testing these hy- 
potheses or predictions. He does this by checking the syntactic and semantic acceptability of what he 
thinks he is reading against his knowledge of language and the world. Finally, he comprehends those 
items he believes to be significant. He integrates this new meaning or knowledge into an established 
meaning system. He then interacts with the print again. The process is continuous, and as we read, we 
constantly add, alter, or reorganize the meanings. * i 


Source: Y. M. Goodman, Burke, and Sherman, 1974, 18; used by permission of the author. 
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6. Lessons should be related to students' ongoing learning experiences. 


7. Lessons should be initiated when students’ needs arise and terminate with students’ | 
boredom, disinterest, or accomplishment. 


Intended Audience 


It is suggested that almost all readers can benefit from Reading Strategy Lessons. The | 
lessons may expand proficient readers’ actual reading experiences and help them to build 
confidence. They can improve and support the strategies used by readers who exhibit evi- 
dence of effective, but inconsistent, use of strategies, or for whom the development of ef- 
fective strategies has been disrupted. 


Description of the Procedures 


Reading Strategy Lessons are planned situations in which the use and availability of se- 
lected reading strategies are highlighted and reinforced. The situations are not intended to 
be panaceas for reading difficulties. Instead, teacher insight and teacher adaptation of the 
various strategies are suggested as essential if the needs of students at specific times are to 
be met. 

The following description presents selected and representative strategy lessons, 
These descriptions have been organized under these headings: 


1. Meeting the needs of inefficient readers 
2. Meeting the needs of inconsistent readers 
3. Meeting the needs of proficient readers 


1. Meeting the Needs of Inefficient Readers. Y. Goodman (1975) describes inefficient 
readers this way: 


They use effective reading strategies occasionally in short phrases or sections of written ma- 
terial, but in most reading situations, these readers tend to omit words they think they do not 
know; they do not predict acceptable grammatical or semantic structures as they read; they 
read word for word using sounding out techniques without concern for meaning. They do 
everything they were taught to do in an isolated and unrelated fashion. They look for little 
words in big words and find fat/her an acceptable solution for father. They separate words 
between two middle consonants and often read lit/tul for little and prit/tee for pretty. When 
they do make occasional effective use of reading strategies, they lack confidence in deciding 
which strategy is most effective. They regress and correct in situations when it is inefficient 
to do so. For example, if such a reader reads can’t for cannot because of the use of an ap- 
propriate predicting strategy, this is corrected when the reader picks up additional graphic 
cues. Such readers often think that graphic input is the most significant aspect of reading. 
Reading is not to discover something new or for enjoyment, it is to satisfy another person. 
(Y. M. Goodman, 1975, 39)* 


*Copyright 1975 by the National Council of Teachers of English. Reprinted with permission. 
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According to Y. Goodman (1975), inefficient readers need first to realize that they are ef- 
fective language users and that these abilities can help in reading. To this end, strategy 
lessons by which students become aware of the utility of their language cueing systems are 
suggested. For example, cloze procedures similar to the following are suggested to enable 
students to become more aware of their use of grammatical and meaning cues: 


“Stop!” said John. “Stop! Stop!" He could see that the little red was heading 
straight for the bridge that had been washed away in the last storm. The driver of the 
must have heard John. He hit the brakes and the stopped. Its motor 


stopped and the driver jumped out. 


To deal with some of the specific inefficiencies of readers, other strategies are 
suggested. 

a. For readers whose omissions or substitutions result in meaning loss, teachers are 
urged to encourage them to make meaningful substitutions for omissions. Students might 
produce words that have some related meaning or words with a close meaning. This might 
be done incidentally, by encouraging the reader to ask, “What word could go in this spot?” 
“Why do you think so?” The teacher might take a more systematic approach, too, using ex- 
ercises like these: 


1. Present the students with a passage with systematic deletions of words or phrases and 
encourage readers to use the context to suggest alternative possibilities. 


They around the pool. 
enjoyed swimming. 
The children ran for the bus. They had slept late. Just as they arrived at the bus stop, 


2. Present the students with a passage containing nonsense words for significant verbs 
or nouns and have students replace them with real words. 


The buemt hopped through the grass and disappeared into its burrow. The buemt had a little 
tail of white fur and long ears. The buemt loved to nibble on leaves. 


3. Either present the students with a passage containing intentional significant miscues, 
or have the students prepare a passage containing certain intentional miscues. The reader’s 
task would be to locate these miscues. 


b. For readers who have developed habitual associations between words or phrases 
that have close graphic or phonic similarities, such as for-from, saw-was, though-thought, 
lessons using carefully controlled linguistic material are suggested. For example, the stu- 
dents might be asked to read or write stories that use or elicit one of the confused words or 
use both words nonambiguously. 

The following is an example of a suggested method for dealing with students’ confu- 
sions between was and saw. First, present the student with sentences containing one of the 
habitually associated words: for example, “It was father.” In this sétting, it is not likely that 
students will produce “It saw father.” When the students show evidence of being able to 
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handle one of the habitually associated words, introduce the students to material in which 1 
both words are used nonambiguously. 


2. Meeting the Needs of Inconsistent Readers. Y. Goodman (1975) describes incon- 
sistent readers in the following statement: 


These readers use effective reading strategies when the material is highly interesting to them 
or when it is easy because it has a low concept load. However, when these readers find them- 
selves reading material which is complex, they use less efficient reading strategies. They 
stop searching for meaning and end up sounding out or word calling. When asked how they 
handle any particular reading problem, such readers often say they sound words out; they 
may be unaware that they use context to read or they may believe the teacher disapproves of 
it. Strategy lessons help these readers become aware of the various effective reading strate- 
gies they already use when reading easy material, permitting them to transfer effective read- 
ing strategies to more difficult reading materials. (Y. M. Goodman, 1975, 138)* 


As described by Y. Goodman and Burke in the manual Reading Miscue Inventory 
(1972), inconsistent readers include the reader who makes some effective use of reading 
strategies and the reader who makes moderately effective use of reading strategies. In natural 
reading situations, it is suggested that these readers be encouraged to make judgments while 
reading. They should be encouraged to ask self-monitoring questions such as “Does what I 
am reading make sense?” “If it doesn't, what should I do about it?" If the material is not mak- 
ing sense, it is suggested that the readers be encouraged either to continue to see if the selec- 
tion will begin to make sense, or to judge whether to move to an alternative selection. 

Strategy lessons for these readers are designed to develop their awareness of the 
transfer value of effective reading strategies from easy to difficult material. For example, in 
the context of easy material, readers might become aware of the strategies used to deal with 
unfamiliar words and to differentiate the significance of words. 

Here is an example of a strategy lesson serving these purposes. It is taken from Good- 
man's article “Reading Strategy Lessons: Expanding Reading Effectiveness" (1975). This 
Story uses a concept or word that is probably not well known. 


The boy was looking for Petoskies. He was walking slowly to make sure he wouldn't miss 
them. He usually found a number of them each time he went looking for them. They were 
not easy to find because they were the same color as the sand. He enjoyed looking for 
Petoskies on the beach. He was helping his mother, too, since she used them in her work. She 
was an artist and made jewelry with them. Petoskies are usually bluish gray in their natural 
state with the fossils in them somewhat darker. When Petoskies are polished, the gray color 
becomes lighter and the fossils take on a brown character. Petoskies are found only on the 
shores of the Great Lakes. (p. 138) 


To help students gain meaning for the unknown word, the teacher would: 


Put this story on an overhead projector and use it with a small group of readers. Tell them not 
to worry about pronouncing every word as they read. Cover the entire story and move the 


*Copyright 1975 by the National Council of Teachers of English. Reprinted with permission. 
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cover down, exposing one more sentence with each move. As each sentence is exposed, ask 
the children to tell what the word (point to Petoskies) means. After each sentence, ask the 
children to revise their guesses about the word. Do not pronounce the word for the children, 
nor should you ask them to pronounce it. If any reader does say the word, the pronunciation 
should be accepted without comment. Only after the story is completely exposed and the 
meaning of Petoskies fully discussed should you ask for variations in pronunciation and fi- 
nally tell the group how you think it may be pronounced. This is an interesting lesson be- 
cause many teachers may not pronounce Petoskies the same way the people who polish and 
sell these stones do. (Y. M. Goodman, 1975, 138)* 


Other strategy lessons for these readers might be to have students judge the significance 
or insignificance of words, phrases, or sentences contained in a selection. For example, stu- 
dents might be asked to read a selection and either delete or underline redundant words. 


3. Meeting the Needs of Proficient Readers. Proficient readers are considered to be 
using reading strategies effectively. Therefore, Reading Strategy Lessons afford these read- 
ers an opportunity to develop confidence in the use of these strategies. Specifically, strategy 
lessons might broaden and deepen their reading experiences. To deepen the readers’ experi- 
ences, they might be encouraged to anticipate plot, theme, and events, to perceive subtleties 
and inferential meaning, to realize the influence of background and experience on interpre- 
tation, and to appreciate that other readers have different interpretations about the same read- 
ing experience. To broaden their reading experiences, such students might be given the 
opportunity to read a variety of different types of reading materials in varying literary styles. 
Obviously, attention should be centered on improving their reading-to-learn abilities. 


Cautions and Comments 


Unfortunately, debate in the field and the increased revenue for traditional research has led 
to an unwarranted discrediting of the worth of word recognition and other strategy devel- 
opment in the context of a Whole-Language approach. Such dismissals are unwarranted; in- 
deed, strategy development in the context of Whole-Language is quite powerful in terms of 
ongoing reading development and students’ meaning making prowesses (e.g., Dahl, 
Scharer, Lawson, and Grogan, 1999). 

Reading Strategy Lessons represent an attempt to extend K. Goodman’s notions of the 
reading process to classroom practices. According to this view, learning to read “ought not 
to be very much more difficult than the process by which one learns the oral mode of lan- 
guage. That is, provided that the same principles of relevance, meaningfulness, and motiva- 
tion for communication which characterized the learning of oral language have been adhered 
to” (Cambourne 1976-77, 610). The ramification of this notion for instruction, specifically 
phonics instruction, lies in the following assumptions: decoding to speech or sound is not a 
necessary step between grapheme and reading for meaning; a hierarchy of subskills is not a 
necessary aspect of learning reading; maximizing the internalized knowledge of a reader 
should be encouraged; beginning readers use the same process as fluent readers and should 
learn to read as naturally; and phonics analysis is neither useful nor necessary. 


*Copyright 1975 by the National Council of Teachers of English. Reprinted with permission. 


232 


UNIT 5 


In terms of the latter assumption, Goodman has been critical of both the emphasis 3 
upon phonics and the methodologies proposed. He has claimed that phonic approaches to 
reading are preoccupied with the erroneous notion that reading requires precise letter iden- j 
tification. That is, he disagrees with the notion that reading involves exact, detailed, se- 
quential perception and identification of letters, words, and spelling patterns. His main | 
argument is that we do not and cannot read letter by letter. A good reader is so efficient in 
sampling and predicting that he uses the least available information necessary. A less profi- 
cient reader needs the confidence to engage in sampling and predicting; encouraging less 
proficient readers to use too many cues, to be cautious, may detract from the readers' ad- 
dressing meaning. 

Harste, Short, and Burke (1988) offer several suggestions for strategy lessons as do 
Watson and Crowley (1987), Kucer and Rhodes (1986), and Atwell and Rhodes (1984). 
Likewise, Restrospective Miscue Analysis represents an extension of a strategy lesson by 
Yetta Goodman and her colleagues (see previous strategy in this unit). Strategy lessons are 
not intended to be exhaustive, but to illustrate to teachers ways they might develop their 
own strategies, based upon a reasonable understanding of the reader and the strategy 
lessons’ rationale. In this regard, the suggestions are sufficiently explicit for appropriate in- 
structional adaptations at most levels. They do need further amplification, though, espe- 
cially to meet the needs of primary level and advanced high school students. Finally, those 
teachers needing more background before they construct their own strategy lesson with K. 
Goodman's ideas are directed to the reference section that follows and the description and 
references for Whole-Language in Unit 2. 
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Oral Reading 


UNIT OVERVIEW 


Current practices seem to indicate that much instructional time in our elementary class- 
rooms is devoted to oral reading. Although there is value in oral reading for beginning read- 
ing instruction, there is some question as to the effectiveness of the way the activity may be 
conducted in the classroom. 

The most frequent oral reading activity is that of “round-robin” or “circle” reading. In 
this activity, each student in turn reads a small portion aloud to his or her reading group or 
to the class as a whole, while the other students follow along silently. This practice is used 
primarily in conjunction with the basal reading program. 

Despite its widespread use, research does not support this practice. Research by An- 
derson, Mason, and Shirey (1984), and Wilkinson and Anderson (1995), and research re- 
views by Allington (1984) and Brulnsma (1981) suggest that the practice of round-robin 
reading is suspect. They conclude that its use in classrooms is not defensible if comprehen- 
sion is the goal. 

Oral reading is a communication skill. It is a way of delivering information or pro- 
viding entertainment to listeners. If used in this way, oral reading would seem best done for 
a specific purpose, and a student's performance would seem best evaluated in terms of its 
communicative value. Further, research reviewed by the National Reading Panel (2000) in- 
dicated that guided repeated oral reading procedures have a positive impact on achievement 
in word recognition, fluency, and comprehension at a range of grade levels. 

For this reason, the four strategies discussed in this unit are designed to aid the 
teacher in planning oral reading activities that have specific purposes. Two of the strategies 
are mainly developmental in nature and focus on the communicative aspects of oral read- 
ing. The other two strategies tend to be used with students who may be having difficulty in 
reading. Taken together, these strategies encourage repeated oral reading with feedback and 
guidance for students, and their implementation can lead to improved reading performance 
for both good readers as well as those who are struggling. As a preview of this unit, a brief 
summary of the strategies follows. 


Repeated and Choral Reading. Repeated and Choral Reading is a strategy designed 
to give students practice in reading with the proper expression. Useful as.a whole- 
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| i class reading activity, this strategy provides students with active involvement in print 
i and puts prime emphasis on interpreting meaning. 


Radio Reading. Providing practice for students in both reading and listening, Radio 
Reading focuses instruction on the ultimate goal of oral reading—communicating a 
message. It is useful throughout the grades wherever oral reading is one of the teach- 
ing methods, particularly as a substitute for round-robin reading. 


Echo Reading. Echo Reading is designed to foster the acquisition of vocabulary and 
oral fluency. It is most effective in a one-to-one instructional situation and primarily 
with students in the elementary grades. 


Topping's Paired Reading. In Topping's Paired Reading tutors read along with chil- 
dren and adjust their oral participation to the difficulty the children experience. In this 
way children not only are given practice in reading but also have a model of fluent | 
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1 Allington, R. L. 1984. Oral reading. In P. D. Pearson, R. search literature on reading and its implications 
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0) in- | 
ment Purpose ! l 
The purpose of Repeated and Choral Reading is to: (1) provide practice for students in read- T 
d the ing with the expression necessary to add to meaning; (2) develop self-assurance by giving 
egies every student a chance to function as part of a group; and (3) aid students in developing an 
read- appreciation for oral expression. 
Ity in i 
k and Rationale | 
1ance | 
brief Artificial barriers are sometimes created by students and between students when oral read- | 
ing occurs. For example, poorer readers may not like to read orally, and the shy student who 
rarely volunteers in any class activity will often be hesitant about oral reading. On the other 
igned hand, the overly confident student, if given the opportunity, might dominate an oral reading || 
hole- exercise. . | 
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Repeated and Choral Reading provides the teacher with a socialization tool. Poor 4 
readers as well as shy ones can use the whole-group format to avoid humiliating corrections } 
while they gain confidence in themselves. The obtrusive student may be tempered through 4 
the same whole-group format, which discourages that student from showing off. In addi. ` 
tion, Repeated and Choral Reading can develop students’ interest in the creative forms of : 
language such as poetry, whereas previously students might have had negative feelings to- 4 
ward such a medium. 

Finally, Repeated and Choral Reading provides students with the opportunity to be- | 
come actively involved with print, placing the prime emphasis on interpreting and express- j 
ing meaning. Many times, words and not meaning are emphasized in reading activities, 4 
Repeated and Choral Reading develops students' abilities to read for meaning—the even- 
tual goal of the act of reading. 


Intended Audience 


Repeated and Choral Reading is suitable for any school population. Grade level and 
achievement level are inconsequential because of the group approach of this strategy. Class | 
size also matters little, as the teacher can divide any large group into smaller, more man- 
ageable choral groups. 


Description of the Procedures 


Repeated Reading is a label that has been applied to a range of oral reading activities, from 1 
repeated practicing of a text, to oral reading with support (e.g., audiotaped reading of a 
text), to a set number of repetitions of various forms of support, to preparation for choral 
reading performances. As a substitute for oral reading as commonly practiced, Repeated 1 
Reading with choral procedures presents the teacher with a unique instructional activity j 
that can unite all readers, regardless of ability, in a common reading experience. At the same 1 
time, this strategy can provide students with entertainment, group involvement, and prac- 1 
tice in reading with self-expression. 
Tn order for Repeated Reading and Choral Reading to be carried out effectively, the 
teacher must be prepared to deal with: 1 


1. Developing rhythmic sensitivity 
2. Casting 


1. Developing Rhythmic Sensitivity. Before Repeated and Choral Reading can be ac- 1 
complished successfully, the students should be guided by the teacher through progressive 4 
steps to develop their sensitivity for rhythm. The teacher should not make any assumptions 1 
concerning students' ability in Repeated and Choral Reading. By guiding them through the 1 
activity first, the teacher is assured that students have the framework to establish eventual 3 
independence in that activity. 1 

The concept of modeling is very appropriate with this activity. One way to impress 3 
young children is for the teacher to be an example. By showing students that poetry and 4 
other creative forms are enjoyable, by sharing these things with the class, and by demon- § 
strating the desired self-expression, the teacher should find that students experience little 1 
difficulty in beginning Repeated and Choral Reading. 1 
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A variety of selections should be used to aid students in acquiring a sensitivity for 
rhythm, mood, and voice modulation. The teacher should demonstrate proper phrasing, tempo, 
and enunciation with the selections for Repeated and Choral Reading and, through discussion, 
emphasize the importance of proper expression in conveying a poem's mood and meaning. 

Repeated and Choral Reading might begin with short selections, preferably memo- 
rized. Eventually, longer selections, possibly with the rhythm marked, may be introduced. 

To provide additional reinforcement for students, a tape recorder may be used for 
evaluative purposes. Students may also participate as critical listeners by separating them- 
selves from the choral groups and providing feedback. After a few successful experiences, 
students may begin, and be encouraged, to suggest other ways selections might be inter- 
preted and read. Sound effects and pantomiming may also be used. 

Finally, when selecting material for Repeated and Choral Reading, care should be 
taken to ensure that selections have an easily understandable theme and a distinct rhythm. 


2. Casting. Casting is a term used in Repeated and Choral Reading to refer to the way a 
selection is divided into parts and assigned to members of the class for reading. Once the 
rhythm and tempo of a particular selection are understood, the teacher and students should 
choose from the following methods of organization for Repeated and Choral Reading: 


(a) refrain; 

(b) dialogue; 

(c) line-a-child or line-a-choir; 
(d) cumulative; and 

(e) unison. 


a. Refrain. With certain poems that have a chorus, either the teacher or a designated 
group can recite the narrative, with the rest of the class responding in the chorus. The refrain 
provides a good beginning for Repeated and Choral Reading. 


b. Dialogue. Poems with considerable dialogue (often a question-and-answer format) 
readily lend themselves to a two-part casting. Alternate responses can be made between 
boys and girls or between high and low voices. 


c. Line-a-child or line-a-choir. This arrangement engages three or more individuals or 
choirs in rhythmic response. Some lines also may be spoken in unison by all participants. 
This type of Repeated and Choral Reading has variety and provides a challenge for students 
to respond in the exact tempo. 


d. Cumulative. In this form of Repeated and Choral Reading, the intent is to create a 
crescendo effect. Unlike the line-a-choir method, the introduction of a new group to the pre- 
sentation is permanent, not temporary. This is a more difficult form of Repeated and Choral 
Reading because voice quality, rather than volume, is necessary to attain a significant climax. 


e. Unison. This is the most difficult type of Repeated and Choral Reading, even though 
it has the simplest structure. An entire group or class reads every line together. The poten- 
tial for problems in blending and timing is very great in unison reading. Monotonous read- 
ing often results if the children are inexperienced and insufficient direction has been given 
by the teacher. This method is best suited for intermediate level students. 
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The following verse from a poem provides an example of how one type of casting 
may be used in a Repeated and Choral Reading exercise. 


The Triantiwontigongolope* 

1ST CHILD: There's a funny insect that you do not often spy, 

2ND CHILD: And it isn’t quite a spider, and it isn’t quite a fly; 

1ST CHILD: It is something like a beetle, and a little like a bee, 

2ND CHILD: But nothing like a woolly grub that climbs upon a tree. 

JST CHILD: Its name is quite a hard one, but you'll learn it soon, I hope. 
IST CHILD: So, try: 

CHORUS: Tri- 

ALL: Tri anti. wonti- 


CHILDREN: Triantiwontigongolope 


The refrain in this selection can be used with one group of students reciting the narrative 
while the other recites the chorus. Individual lines or stanzas of the poem may also be as- 
signed to groups of students and the line-a-choir, cumulative, or unison casting may be im- 
plemented, depending on the sophistication of the students. 


Cautions and Comments 


The National Reading Panel report suggested that “repeated oral reading with feedback and 
guidance leads to meaningful improvements in reading expertise” (2000, p. 3-3). Repeated 
and Choral Reading provides students with a unique and valuable language experience, 
since it integrates reading with two other linguistic skills: listening and speaking. In addi- 
tion, Repeated and Choral Reading builds positive attitudes toward participation in groups 
and develops students’ imaginative abilities. 

However, Repeated and Choral Reading can contribute little to the reading and lan- 
guage development of students if it is not used properly. A common practice has been for 
the teacher to select a passage for Choral Reading, teach it to students who either read it 
well or memorize it, assign parts of it to groups, and then drill the students until the passage 
sounds good according to the teacher’s conception of what good Repeated and Choral 
Reading is. 

This practice negates the instructional objectives of: (1) making the selection mean- 
ingful to the students, (2) developing creativity, and (3) developing self-expression. Strict, 
tense drill directed by the teacher does not set the proper learning conditions, but active in- 
volvement on the part of the students does. 

Another area of concern in Repeated and Choral Reading is maintaining the students’ 
focus on the meaning being conveyed. Students have a tendency to focus attention on their 
delivery of the selection and sometimes lapse into overdramatics. It must be emphasized 
that the Repeated and Choral Reading is on display, not the students themselves. 


*"The Triantiwontigongolope” from A Book for Kids by C. J. Dennis is reprinted by permission of Angus & 
Robertson Publishers. 
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ting 1 A further meaning-related concern in Repeated and Choral Reading is that all stu- 
dents should have a similar understanding of the selection. This is essential in order to con- 
vey effectively, as a group, a depth of feeling and sensitivity to words. 

A last area of concern is voice quality. Each word must be enunciated at the same time 
by the whole group—a difficult task to accomplish for some students. Finally, students 
must also learn that it is not necessary to read loudly when expressing themselves; rather, 
they should read with warm but firm voices, and the Repeated and Choral Reading itself 


will take care of the volume. 
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oral Purpose 

vii: The purpose of Radio Reading (Greene, 1979) is to provide help for students in: (1) accu- 

ác t rately communicating a message through oral reading; (2) comprehending at the listening 

in. level; and (3) summarizing and restating an orally read message. 

nts’ Rationale 

m Radio Reading provides the teacher with a viable alternative to the common practice of 

round-robin reading. Too often, oral reading situations deteriorate into word-attack ses- 
Sions. Unlike round-robin reading, Radio Reading does not allow for prompting or correc- 
"T tion. Rather, it focuses instruction on the ultimate goal of oral reading—to comprehend and 


communicate a message. 
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Radio Reading derives its name from the analogy between a radio announcer's talk- 
ing to a listening audience and the oral reading situation. The reader functions as the radio 
announcer with a script, and the listeners serve as the audience listening to a radio program. 
It is the purpose of the reader to communicate accurately a message in oral reading. The lis- 
teners respond by discussing and restating the message and evaluating whether the passage 
was clearly rendered. 


Intended Audience 


Radio Reading is appropriate throughout the grades, whenever oral reading is used in in- 
struction. It is particularly suitable in the elementary grades as a substitute for round-robin 
reading; however, it is also useful in the content areas, especially where interpretive read- 
ingis done. Radio Reading may be used in either a one-to-one or a group setting. 


Description of the Procedures 


Radio Reading creates a safe, nonthreatening atmosphere for the reader, in which compre- 
hension, not word-perfect reading, is the primary instructional goal. In order to implement 
a Radio Reading lesson properly, Searfoss (1975) recommended that four steps be fol- 
lowed: (1) getting started, (2) communicating the message, (3) checking for understanding, 
and (4) clarifying an unclear message. 


I. Getting Started. In this step of the lesson, the teacher sets the tone for the proper at- 
mosphere by explaining the procedure to the students. The simple ground rules of radio 
reading are these: the reader reads and the listeners listen. 

The teacher leads the activity by explaining the remaining three steps of the strategy to 
the students. Emphasis is placed on the responsibility of the reader to communicate a message 
to the listeners, just as a radio announcer communicates to his audience. Since the audience 
(listeners) will not have a copy of the material, the teacher instructs them to listen closely. 

Itis also the job of the teacher to select materials for Radio Reading that are appro- 
priate in difficulty and length. The materials should be challenging, though not frustrating, 
and can be narrative or expository in nature. For example, short stories or selections from 
basal-type readers would be appropriate. The material should be of reasonable length so as 
not to overwhelm the listener. As a guideline, Searfoss (1975) recommended that each 
reader should orally read only a paragraph or two in the lower grades, progressing up to as 
much as a page in the intermediate grades. 


2. Communicating the Message. Since the job of the reader is to convey a clear.mes- 
sage, the reader is permitted to change words, insert new words, or omit words where war- 
ranted. The role of the reader in this activity is similar to that of the fluent, silent reader; 
both are attending to meaning rather than to individual words. The reader is responsible, 
however, for deciding when he or she needs help with an unknown word. Greene (1979) 
stated that when giving directions for Radio Reading, the teacher should say, “If you come 
to a word you need and you cannot figure it out, put your finger beside it and ask, ‘What is 
that word?' ? 

Again, since Radio Reading is comprehension-oriented, and further delay on a word 
would increase the probability of short-term memory interference, the teacher or other lis- 
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teners should refrain from prompting or beginning a word-attack lesson. The reader should 
be given the wọrd immediately so that he or she can continue, with as little interruption as 
possible, to process meaning. 


3. Checking for Understanding. The listening audience has control over the student's 
oral reading and, if necessary, over rereading. If an accurate message has been communi- 
cated by the reader, the check for understanding will be brief. The discussion of what was 
heard, whether teacher-led or student-initiated, will move quickly. After a quick summary 
has been volunteered, other listeners can confirm the message. Allowances are made for in- 
ferences and rewording, as long as accuracy is maintained. 

Thus, the reader earns the right to continue reading by communicating a clear mes- 
sage. In a group situation, the role of the radio reader may rotate to give every reader an op- 
portunity to read. i 


4. Clarifying an Unclear Message. 1f the listeners give conflicting information or are 
able to detect errors during the discussion, the reader has not communicated a clear mes- 
sage. It is the radio readers' responsibility to clear up the confusion by returning to the story 
and rereading the portions of concern. It is still the reader's job to achieve clarity in the pas- 
sage. The listener may decide that the reader needs assistance to achieve that goal. How- 
ever, as before, prompting must be avoided to maintain the necessary atmosphere for radio 
reading. 


Cautions and Comments 


Since Radio Reading differs greatly from current oral reading practices, the teacher should 
be certain the four steps outlined are followed. Two areas of caution warrant discussion to 
enable the teacher to maintain the proper instructional climate for Radio Reading. 

One area of caution concerns the students' response to the procedural steps of Radio 
Reading. Ideally, the students will quickly understand the rules and follow them. Radio 
Reading will then be performed smoothly, i.e., the students will read as well as they can, re- 
questing help when necessary. In reality, students may manifest other types of responses to 
this instructional format, causing possible difficulties for the teacher in its implementation. 

One difficulty is for the reader to request help at an inappropriate time. Such an oc- 
casion arises when it is apparent that the reader already knows the word or has adequate 
word-attack skills to decode the word. The only recourse the listener has in this situation is 
to tell the reader the requested word. 

It is most likely correct to assume that the reader is testing the rules concerning the 
reader's and the listener's responsibilities for unknown words rather than simply displaying 
deficiencies in reading. Thus, not responding to a request for help, or prompting the reader, 
violates the contract between the reader and the listener and makes the rules of Radio Read- 
ing worthless. If the reader requests help, it must be immediately supplied. 

An additional response that a student may manifest is not to request help when he or 
she does need it. The reader then will be redirected to render a clear message after the oral 
reading. On the other hand, failure to respond at all presents the listener with an entirely dif- 
ferent situation. In either an individual or a group situation, the appropriate response for the 
listener, after waiting a reasonable length of time, is simply to say, “What’s the rule?" 
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In an individual situation, it may be necessary for the listener to restate the rule con- 
cerning unknown words. If a response is still not elicited, then Radio Reading should be 
ended for the day. A clarification of the procedural steps is then in order. In a group setting, 
a no-response situation is much easier to deal with. Anytime the radio announcer (reader) 
ceases to broadcast, the listeners will tune to a new “station,” i.e., the first reader's right to 
continue reading ceases, and a new radio reader takes over. 

A second caution concerning the instructional climate for Radio Reading is the ten- 
dency of teachers to prompt, to correct, or to initiate a word-attack lesson when a reader en- 
counters difficulty or requests help. Such tactics are inappropriate with this strategy. It 
disrupts the process of reading and converts the activity into a word-attack lesson. 

If the reader makes an error and the teacher corrects it, the responsibility for correct- 
ness shifts to the teacher and deprives the reader of the responsibility for meaningful read- 
ing. Prompting also removes from the reader the responsibility for relaying the message. 

There is clearly no place for prompting or for correcting in Radio Reading. If an error 
is made in an oral rendering, the burden of dealing with it rests with the listener, who must 
be skillful enough to pick it out and remember it until the passage has been read. It is the 
reader’s responsibility alone to render a clear, comprehensible message from the assigned 
passage. 


Purpose 


The purpose of Echo Reading is to increase the reading fluency of students who have had 
difficulty in reading. 


Rationale 


Echo Reading was originally conceived by Heckelman (1969) and is also known as the 
“neurological impress method” or the “impress method.” Heckelman hypothesized that 
current reading methods allow a student to commit many mistakes, which become very 
deeply imprinted and are not easily corrected. Because of the time and difficulty involved 
in correcting these mistakes, students do not make any progress in reading. 

Heckelman believed that implementing a new learning procedure could suppress the 
older methods of learning and thus enable children to read. As a result of this thinking, the 
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impress—or echo—method was used. Its intent was to expose readers only to accurate, 
fluid reading patterns. After a certain length of time for instruction, the correct reading pat- 
terns would become deeply impressed and would replace previously learned patterns. 


Intended Audience 


Echo Reading has been used almost exclusively with readers who have had difficulty 
progressing in reading. The procedure should be employed in a one-to-one instructional 
situation. 


Description of the Procedures 


The Echo method is a technique that involves the student's visual, aural, oral, and tactile 
abilities in the process of learning to read. It is recommended that the procedure be used for 
15 minutes a day in consecutive daily sessions. After a total instructional time of 7 to 12 
hours, there is often a significant rise in achievement by the reader. 

At the start of Echo Reading, the reading material used should be at a level slightly 
lower than the reader can handle adequately. By using material on which the reader has al- 
ready experienced success, the teacher increases the probability that the echo method will 
get off to a successful beginning. Material to be used with the procedure should be varied 
to maintain the student's interest. Newspapers, magazines, and fiction and nonfiction books 
might be used. 

Before Echo Reading starts, some preliminary instructions are given to the student. 
The student is told to disregard accompanying pictures in the story. The teacher also indi- 
cates to the student not to be concerned with reading at all; rather, the student is asked to do 
as well as possible in terms of just saying the words. The student is told only to slide his or 
her eyes smoothly across the line of print without stopping or going back. At no time does 
the teacher attempt to correct any mistakes the student may make. 

As Echo Reading begins, the reader is seated slightly in front of the teacher with both 
participants jointly holding the reading material. Both read in unison; the voice of the 
teacher is directed into the reader's ear at this close range. In beginning sessions, the teacher 
is supposed to read slightly louder and faster than the student. This aspect allows the reader 
to make maximum use of the aural and visual senses involved in this strategy. 

As the student begins to master the material and gains confidence in saying the words, 
the teacher may choose to read with a softer voice or even lag slightly behind the student. If 
the student falters, the teacher should resort to immediate reinforcement by increasing loud- 
ness and speed. 

In the beginning sessions, the goal is to establish a fluent reading pattern. Therefore, 
it is often necessary for the teacher and student to repeat sentences and paragraphs several 
times until that goal is reached. Once this is accomplished, the teacher and student may 
move on to more difficult materials. Usually no more than two or three minutes of repeti- 
tive reading is required before a fluent reading pattern is established. It is recommended that 
the teacher regularly reinforce any success the student meets. 

To accompany their voices, the teacher’s finger simultaneously moves along the line 
of print. The finger is placed directly under the word as it is spoken, in a smooth, continual 
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fashion. It is emphasized that the flow of the teacher's finger must coincide with the speed 
and flow of the oral reading. 

Once accustomed to the Echo method, the student can begin to take over this function 
from the teacher. At first, the teacher may need to help the student by guiding the student's 
finger until a smooth, continuous movement is established. 

The coordination of the movement of the finger with the flow of the oral rendition is 
essential. It is argued that if the teacher's finger is not placed under the word as it is spoken, 
the aural and oral sensory modes will not be operating in conjunction with the visual and 
tactile modes (Heckelman, 1969). 

The major concern of the Echo method is the style, not the accuracy, of the oral ren- 
dition. At no time during the reading is the student questioned on the material, either for 
word recognition or comprehension. However, if the student volunteers any information, 
the teacher permits it. 

If success with the method has not been achieved by the fourth hour of its use, the 
procedure should be terminated. A changeover to another method is then suggested. 


Cautions and Comments 


Particularly in the beginning stages of Echo Reading, a student may experience some diffi- 
culty, due to the novelty of the situation or to the conflict that can arise between aural and 
visual input. A teacher might counter student complaints of not being able to keep up by 
urging the student to disregard mistakes and to continue reading. Slowing down slightly to 
a more comfortable speed or rereading some initial lines may eliminate student discomfort 
with the technique. However, forcing students to process visual and auditory information 
concurrently may require them to change their natural processing procedures for these 
types of input. This change may cause undue difficulty and warrant termination of this 
time-consuming procedure. 

Echo Reading seems to place an undue emphasis on the psychomotor skills involved 
in reading, rather than upon the reading-thinking processes that direct those skills. If read- 
ing-thinking processes direct the use of aural and visual skills, then, logically, reading im- 
provement should begin with these reading-thinking processes. In other words, the 
emphasis given psychomotor skills within Echo Reading seems misplaced and in danger of 
detracting from meaningful reading experiences by which the student might acquire visual 
and aural skills both naturally and incidentally. 
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reed 1 Topping's Paired Reading 

tion Purpose 

mts The purpose of Topping's Paired Reading (Topping, 19872) is to provide a simple system 

2 where tutors with little training could improve the reading performance of tutees of lesser 

s reading ability. 

ken, 

and 
Rationale 

ren- Originally conceived as a means to use the untapped talents of parents to help improve their 

3 for children’s reading ability, Paired Reading now has expanded to include pairings of adults 

lon, (Scoble, Topping, and Wigglesworth, 1988) and children (Topping, 1989) in peer tutoring 
situations. In all cases a tutor of greater reading ability is paired with a reader of lesser abil- 

the ity in a reading-together situation. The tutor provides immediate support to the tutee when 
an error may occur, which frees the reader from word-by-word decoding and allows him or 
her to develop fluency. The tutor acts as a participant model in which a continuous prompt 
for correct reading is given to the reader. 

5 Topping's Paired Reading is thought of as a very inexpensive way to deal with the 
liffi- i multitude of people whose reading ability is not adequate. The technique employed is 
and 1 simple to learn and use, therefore enabling it to be used widely in a variety of learning 
) by : situations. 

y to : 
ifort ; Intended Audience 
n i Topping's Paired Reading can be used in virtually unlimited reading situations in which two 
this readers, one of greater and one of lesser ability, work together. 
lved | Description of the Procedures 
sa Topping's Paired Reading will be discussed in the following manner. The standard strategy 
the will first be described; then adaptations for peer tutoring with children will be discussed. 
zn 1. The Standard Strategy. The Paired Reading session begins with the tutee selecting 
a book or other reading material at any level of readability that is within the comfort and 
competence level of the tutor. Thus, the reading interests of both are taken into account to 
some extent. The tutor also has the responsibility of discussing the book before reading to 
promote understanding. Additional discussion and questioning may occur throughout the 
reading. 
The pair read out loud together with the tutor adjusting to the tutee's natural read- 
from : 3 : 
ing speed. If the tutee should make an error or gives no response to a word in five seconds, 
sport the standard correction procedure is applied. The tutor says the word correctly, and the 
al of tutee is required to repeat it before the reading continues. Because the correction proce- 
14: dure is so simple, the possibility of the tutoring situation turning into a word-attack les- 


Wess 


son is minimized. At regular intervals the tutor should also praise the tutee for correct 
reading behavior. 


246 


UNIT 6 


At any point in the reading, or when an easier text is used, a prearranged nonverbal 
signal to let the tutor know that the tutee wishes to read alone can be used. The tutor can 
continue to give praise and initiate discussion of the material but does not rejoin the read- 
ing until an error is made. As before, the correction procedure is employed and reading to- 
gether recommences. Figure 6.1 illustrates the procedure for Topping's Paired Reading. 


2. Adaptations for Peer Tutoring. Topping’s Paired Reading can easily be employed in 
the classroom when coupled with the notion of peer tutoring. Tutorial pairs can be trained 
easily, use the high interest materials available in the classroom, and probably be incorpo- 
rated into the normal routine without much concern. However, care will need to be given to 
the organization of this peer tutorial endeavor. 

Topping suggests starting with a few pairs and letting others ask to become involved. 
The ability difference between the tutor and tutee should be neither too large nor too small. 
Another consideration is to avoid mixing strong and weak personalities. The teacher will 
also need to have standby tutors available should absences occur; these will need to be par- 
ticularly competent readers as they will deal with a variety of less able tutees. Information 
will probably need to be sent at least to the parents of the tutors communicating the bene- 
fits to all participants; permission of the parents may also be needed. 

Since the procedure has the advantage of being able to use any reading material the 
pair is comfortable with, this will probably not be much of a problem. However, some pairs 
will need extra guidance in book selection as the tutorial sessions begin. Books that are con- 
tinually too difficult or too easy will be problematic, as would books on the same topic. 
Time will have to be made to get to the school library as well as gain access to it. Finally, if 
the teacher decides to let the pair bring in books from outside the school, some form of 
quick readability check will need to be taught to the students. 

Topping suggests that the pairing be continued for a six-week period, with at least 
three sessions a week for no more than 15 to 30 minutes per session. Training should begin 
with a demonstration, and students should be provided with written information as a re- 
minder. The teacher will need to circulate around the room to monitor the quality of each 
pair's session, giving further information or demonstration where necessary. It is also to be 
remembered that all students doing this procedure simultaneously will result in substantial 
noise in the classroom. 

As the tutorial sessions continue, teachers will need to be sure that problems do not 
arise with the technique, book choice, the interpersonal relationship of the pairs, or par- 
ticularly difficult words or concepts. Students should keep a record of their progress in 
terms of the books read, and this should be monitored by the teacher. Positive behavior 
by the tutees should also be noted by the tutors. Teachers may also employ group or in- 
dividual discussions of the tutoring sessions with the tutees and tutors, separately or 
together. 

After the initial six-week period of Paired Reading has concluded, an evaluation 
should take place. Topping suggests that a feedback and review meeting be held with all 
participants. Verbal and written feedback should be sought, with suggestions for improve- 
ment. Teachers will find that some pairs will wish to continue; others will want a new part- 
ner. Some will seek fewer sessions. 
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FIGURE 6.1 Paired Reading Procedure 
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Cautions and Comments 


Implementing Topping's Paired Reading in a classroom with peer tutoring will not be with- 
out difficulty. Topping himself points out that the noise level may be distracting, and stu- 
dents may not feel comfortable with whole-class tutoring going on. The quality of the 
tutoring sessions may not be good with less able or young children, or they may suffer be- 
cause some tutors take on an authoritarian role. Other pairs may become bored without con- 
stant fine-tuning of the procedure or the materials. Finally, parents may misunderstand the 
purpose or the methods and complain. 

On the other hand, Topping points out that some children may pick up the procedure 
more rapidly than some teachers anticipate. In fact, Topping suggests that successful train- 
ing in Paired Reading is easiest with children, next easiest with parents, and most difficult 
with teachers. Teachers will also find that the experience of most pairs is positive, and good 
relationships prosper beyond the tutoring sessions. Paired Reading in the classroom is in- 
expensive and easy to set up and monitor because the students and the materials are always 
on hand. This could make the strategy most appropriate to implement in at-risk schools 
where students have the most to gain. Finally, since both tutors and tutees improve their 


skills, it is attractive to implement. 


Indeed, extensive research has also been reported by Topping (1987b) that demon- 
strate gains for all participants in Paired Reading. Additionally, the effects of the strategy 
seem to continue after termination of the tutoring. 
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Many of these strategies may substitute or augment parts of the lesson frameworks 
described in Unit 1. A brief summary of each strategy follows: 


Questioning the Author. Questioning the Author is designed to promote student en- 
gagement with text through a discussion procedure that differs from a traditional 
discussion. 


K-W-L. K-W-L (What I Know, What I Want to Learn, What I Learned) is a teaching 
model designed to help students learn from nonfiction text in any content area. It 
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Association, pp. 205-241. Provides a review of for reading instruction: Report of the subgroups. 


consists of brainstorming, purpose-setting through questioning, and then examining .! 
answers to those questions. 


Anticipation Guide. An Anticipation Guide is designed to activate students" prior 
knowledge about a topic by having them react to a series of statements related to the 
major concepts to be encountered in their text reading. Thus, it also provides students 
a guide for their reading. 


Text Preview. A Text Preview is a teacher-devised introductory passage used before 
reading a selection. It is designed to build background knowledge by providing a de- 
tailed framework for comprehending a complex narrative or expository text. 


ReQuest Procedure. The ReQuest procedure uses a reciprocal questioning technique 
in an attempt to encourage students to formulate their own questions about material 
and thereby learn purposeful, thoughtful reading. The ReQuest procedure can be ap- 
plied to either a reading passage or a picture, and it is suggested for use with students 
at all levels. 


Question-Answer Relationships. Question-Answer Relationships are designed to 
help students answer comprehension questions by providing them a format for ana- 
lyzing the task demands of questions. 


Explicit Teaching of Reading Comprehension. The Explicit Teaching of Reading 
Comprehension is a framework for the direct instruction of reading comprehension. 
Its intent is to get students to independently apply comprehension skills learned 
through explicit teaching to other reading situations. The strategy is useful for stu- 
dents at all grade levels. 


Think-Alouds. Think-Alouds is a modeling procedure based on explicit teaching in- 
tended to make students aware of the comprehension processes enlisted as reading is 
pursued. 


Induced Imagery. Induced Imagery is a procedure that teachers model explicitly in 
hopes of helping students visualize as they read. 


Dialogical-Thinking Reading Lesson. The Dialogical-Thinking Reading Lesson is 
designed to promote critical thinking when elementary students are engaged in read- 
ing basal stories and must decide what they believe about a story-specific issue. 


Inquiry Chart. The Inquiry Chart is an instructional procedure that uses a data chart 
of information from multiple sources so that students may critically evaluate a topic 
under study. 
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.de- 
ique Questioning the Author 
rial 
ap- Purpose 
ents Questioning the Author (QtA) was developed by Beck and McKeown (Beck, McKeown, 
i Hamilton, and Kucan, 1997; Beck, McKeown, Sandora, and Kucan, 1996; McKeown, 
1 to ; Beck, and Worthy, 1993) as a means to enhance student engagement with both narrative and 
anes expository text, particularly text that is difficult and not friendly to the reader. 
a 
Jing Rationale 
ion. Questioning the Author is based on a constructivist view of learning. That is, learners are 
med not seen as passive extractors of information from text; rather, they are viewed as actively 
stu- interacting with text information and juxtaposing it with the knowledge and experiences 
they bring to the text. As learners progress through the text, they combine text information i 
» ins with what they know about language and word meanings, the structure of text, and general i 
" is information they may have about the content. As reading proceeds, they construct a repre- ; 


sentation of the author's meaning and continually update it as reading progresses. From a 
constructivist view, understanding the text involves connecting it to previous knowledge, 
yin being able to explain the representation, and using it subsequently. 
i Additionally, research on social studies textbooks undertaken by Beck and Mc- 
Keown revealed that the texts had unclear content goals, presumed more extensive prior 
ead- knowledge on the part of readers than they had, and provided poor explanations (Beck, 
McKeown, and Gromoll, 1989). Students typically are unable to read such texts with any 
degree of understanding. When these texts were revised to be more coherent, students 
hart were able to read with more understanding and recall more information (Beck, McKeown, 
opic Sinatra, and Loxterman, 1991). In trying to revise the texts, Beck and McKeown found 
that their efforts to make connections and understand the text were exactly like the efforts 
they presumed students would make to construct meaning from the text. As a result, it oc- 
curred to them that they could encourage a constructivist approach by giving students a 
"reviser's eye" (Beck et al., 1997, 15). It was their thought that a reviser's job was to make 
a text more understandable, and they wanted students to do this for themselves. As a con- 
with sequence, they believed this might promote the kind of active engagement with text that 
needed to take place if learning was to occur. Thus, they developed QtA as a framework 
for getting students to respond to text through: (1) collaborative discussion, (2) assuming 
tions the strategies more mature readers use when they engage text, and (3) promoting a more 
Mps. active search for meaning. 
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Intended Audience 


QtA has been used with elementary and middle grades students with positive results. The 
procedure probably can be used with any upper grade-level student who is having problems 
successfully negotiating text material. 


Description of the Procedures 


QtA will be described in three parts: (1) planning, (2) discussion, and (3) implementation. 


1. Planning. n planning their lessons, some teachers rely on their teacher's manual to 
identify the major ideas of the text and the questions and activities prescribed to get at those 
ideas. As a result, these teachers may neglect to actually read the material they will be ask- 
ing students to read. Still other teachers look over the text material and make their own de- 
cisions about what ideas to hold students accountable for. This tactic presumes the text is 
understandable and the authors are infallible. 

Beck and McKeown suggest that lesson planning be done differently with QtA. They 
believe that teachers should attempt to anticipate problems students might encounter as 
they read a text and think about the support they might offer to help them. Beck and Mc- 
Keown suggest that teachers should liken themselves to the roles that a director and an actor 
take in a stage play. That is, as a director in a play teachers should try to anticipate audience 
reaction, in this case how students will react to the material and how the lesson might de- 
velop. As an actor in a play, teachers should try to be ready to improvise, in this case to 
change the lesson in ways that may not have been anticipated. This calls for a special way 
in planning; teachers must read the material while thinking about how the text will be en- 
countered by the students who are less skilled readers. Teachers must take the role of stu- 
dents to better facilitate student efforts to construct their own meaning of the text. Thus, 
Beck and McKeown suggest three goals in planning: (a) identifying major understandings 
and potential problems, (b) segmenting text, and (c) developing queries. 


a. Identifying major understandings and potential problems. Planning in QtA should al- 
ways begin with a close reading of the text material. In addition to becoming familiar with 
the text, teachers are reading to identify the major ideas students are to construct and the po- 
tential problems they may encounter in doing so, such as the density of the material or its 
lack of clarity. Unlike traditional planning, teachers’ focus should be on the author's mean- 
ing or intent with the text. Beck and McKeown reason that this brings the author to the fore- 
ground of the material; the author becomes a participant in the discussion and reading 
becomes more interactive, more like a conversation. The analogy is that in QtA the author 
is there to be questioned by the reader. The purpose of the conversation is to determine and 
understand the major ideas the author is presenting. 

Additionally, as skilled readers, teachers make sense of text by connecting what they 
know to the material, even if ideas are not explicitly stated. Students do not do this; there- 
fore, teachers need to predict where students may have trouble with the text. One way for 
teachers to do this is to consciously monitor their own comprehension and notice where it 
is they have to work a little harder to understand the material (e.g., where the text has to be 
reread or where they stop to think about how ideas connect); these spots are likely the ones 
with which students will have problems. 


The 
lems 
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b. Segmenting text. After reading the text, identifying the major ideas for students to con- 
struct, and predicting where trouble spots may occur, teachers must now think about how 
they want to segment the text. Segmenting entails deciding where to stop students' reading 
and initiate a discussion toward the construction of meaning. This means segmenting where 
the major ideas occur or where trouble spots may be. Thus, a single sentence or a series of 
paragraphs may be where the text is segmented; it should not be where a paragraph ends or 
on a page break. The number of segments will be dependent on the decisions made during 
planning. 


c. Developing queries. Queries are important in implementing QtA as they link text with 
discussion and are a driving force in getting students to construct meaning. The major dif- 
ference between questions and queries is that questions are typically used to assess stu- 
dents' comprehension of text after reading, and queries are used to help students deal with 
the text as they are attempting to construct meaning during reading. Thus, unlike questions, 
queries are supposed to assist students in their comprehension of text as they focus on the 
quality and depth of meaning. Additionally, queries facilitate discussion about the author's 
ideas and enhance student-to-student interactions. This changes the role of teachers from 
evaluators of comprehension to facilitators of understanding for students as they deal with 
the text and respond to each others’ comments about the author’s intent. Queries act to sup- 
plement the text and are used at points where the text has been segmented. 

Beck and McKeown describe three different types of queries: initiating, follow-up, 
and narrative. Initiating and follow-up queries may be used with any text; narrative queries 
were developed to take into account the special nature of narrative text with regard to its au- 
thorship, purpose, and structure. Initiating queries are designed to draw attention to the 
major ideas and make public the notion that these ideas were written by the author. They 
provide guidance through discussion for students to gain an understanding of the text. Beck 
et al. (1997, 34) suggest these questions as possible initiating queries: 


m What is the author trying to say here? 
m Whatis the author's message? 
m What is the author talking about? 


Follow-up queries are used for a variety of functions in helping students build a rep- 
resentation of the text. First, they can help students consider the ideas and thoughts behind 
the actual words of an author, that is, to examine what is meant by the text rather than what 
the text says. Beck et al. (p. 37) suggest these two queries to accomplish this function: 


a What does the author mean here? 
= Does the author explain this clearly? 


Second, follow-up queries can help students connect ideas previously learned with the text 
as well as ideas previously read in the text. They may also help students see that a connec- 
tion is actually missing in the text. Beck et al. (p. 38) suggest these queries: 


= Does this make sense with what the author told us before? 
= How does this connect to what the author told us here? 
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Finally, follow-up queries can be used to help students figure out an author's reasons for the 
inclusion of certain information in the text. To accomplish this, Beck et al. (p. 38) suggest 
the following queries: 


= Does the author tell us why? 
m Why do you think the author tells us this now? 


Narrative queries are designed to deal exclusively with the unique nature of narrative 
text, namely to deal with the characters and plot. Beck et al. (p. 42) recommend the follow- 
ing queries to assist students in thinking about characters in the text and their motivations: 


m How do things look for this character now? 
m Given what the author has already told us about this character, what do you think he’s 
up to? 


To focus students’ thinking on the plot and how the author has crafted it, Beck et al. (p. 42) 
suggest two other queries: 


m How does the author let you know that something has changed? 
m How does the author settled this for us? 


2. Discussion. The primary purpose of a QtA discussion is to help students construct an 
understanding of the ideas they encounter in the text. Beck and McKeown describe a QtA 
discussion by using the analogy of a maze. The maze comprises the ideas in the text, and 
the goal of the students is to work their way through the maze to reach understanding. The 
maze will present interesting twists and turns, there will be dead ends, and strategic ma- 
neuvers will be needed to get through. The teacher's job is not to show the way through the 
maze; rather, it is to help students discover their own way through. Thus, QtA helps students 
maneuver through a text, but it does not take away their responsibility for discovering how 
to do it. The key components of a QtA discussion are the students' contributions and the 
teacher's role. 


a. Student contributions. In a traditional discussion students present ideas they have al- 
ready gleaned from the text, that is, they report information and engage ina shared retrieval 
of facts and opinions about the text. Participation may be flat. In a QtA discussion, on the 
other hand, students collaborate on constructing ideas as they are encountered in the text 
during reading. They become engaged in a shared inquiry of meaning; therefore, participa- 
tion tends to be active. 


b. Teacher's role. In a traditional discussion teachers tend to dominate the thinking that 1 
is going on. They seem to do the work of constructing meaning and only signal students to 4 
react to the ideas constructed. Students’ contributions are usually treated equally, with the : 
goal being to collect and validate all contributions with little focus. In the QtA discussion [ 
teachers collaborate with students by differentiating among their contributions, helping 4 
them toward the goal of developing an understanding of the text's ideas. Teachers respond 4 
to students’ contributions strategically; consequently, they are promoting students’ thinking j 
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by taking their ideas farther whenever possible. Queries are the major tool teachers use to 
accomplish this. Queries begin the discussion, and then teachers navigate students through 
the investigation of the text. Besides queries, Beck and McKeown describe other tools that 
teachers might use to negotiate this process. They point out that discussion moves are ac- 
tions teachers can take to facilitate student discussions; these moves keep students focused. 
on the process of constructing meaning. Beck and McKeown describe six types of discus- 
sion moves: marking, turning back, revoicing, modeling, annotating, and recapping. 

Marking is a way of drawing attention to a particularly significant comment made by 
a student. This can be done through paraphrasing or by explicitly acknowledging the idea’s 
importance, Marking becomes the basis for further student discussion. Turning back refers 
to the notion of turning students’ attention back to the text for clarification of ideas. It also 
refers to turning responsibility back to the students for figuring out ideas. Turning students 
back eliminates the need for teacher explanation, keeps the discussion on track, and allows 
students to elaborate on ideas or connect ideas with the text or other students. Revoicing is 
a way of taking the unwieldy ideas with which students are struggling and rephrasing them 
so the students can become part of a productive discussion. This makes it easier for other 
students to react to the idea, particularly if it is an important comment. 

The previous three moves entail different ways to make ideas students have already 
offered in a discussion more productive; the next three moves bring teachers into the inter- 
action of students more directly. Modeling reinforces the notion that the teacher is a collab- 
orator in constructing meaning. For example, modeling can be used when a particularly 
important but confusing segment of text is encountered or when an idea or word is particu- 
larly well presented and teachers want to model their appreciation of the text. It shows stu- 
dents the strategic processes that fluent readers use to grapple with text. Annotating is the 
means by which teachers can provide information to fill in the gaps or add information to 
the discussion. This becomes necessary because authors sometimes do not provide all the 
information necessary for students to construct meaning. Annotating allows teachers to 
give students that information. Finally, recapping allows teachers to pull information to- 
gether and summarize the major ideas students have constructed up to that point. This 
serves to allow students to move on in the text and in the discussion. Over time students 
should assume more of a role in recapping. 


3. Implementation. This part of QtA deals with how this strategy will be introduced to 
students, particularly since QtA is different from the traditional way in which students dis- 
cuss materials. First, Beck and McKeown recommend the classroom be arranged in a U- 
shape to facilitate discussion; this arrangement allows students to interact with one another 
more readily, and it allows the teacher to move around more easily. To get a QtA discussion 
started, students need to be prepared for a procedure they have not experienced before. In 
essence, this means telling the students that they will be discussing a text in a way they have 
not done previously. 

Next, students need to be introduced to the notion of author fallibility. Textbooks are 
often perceived by students and teachers as authority, above criticism (Baldwin and Read- 
ence, 1979). The concept of author fallibility deals with the idea that what students will be 
reading is just someone else’s ideas written down. They need to be told that authors are just 
people who have written down their ideas, and sometimes their ideas are not as clear as 
they think they are. The idea here is that authors are just people, and people aren’t perfect. 
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Therefore, sometimes the texts that authors write are not as good or as clear as they think 
they are. The students’ job as readers is to figure out what the authors are trying to say, 
even if they don't do as good a job in explaining their ideas as they would like. This com- 
municates to students that it is not necessarily their fault if they are unable to understand 
what it is the author is trying to say. When students understand this notion, they are more 
likely to want to deal with a text that doesn't make sense to them. This eliminates the fear 
of being wrong and encourages students to work collaboratively to construct meaning. Ad- 
ditionally, teachers should take this opportunity to explain why authors might be difficult 
to understand and why a text might seem confusing. Problems of text coherence and clar- 
ity on the part of the author can reduce students' tendency to be defensive about not un- 
derstanding what the author is trying to say. 

Beck and McKeown next recommend that teachers demonstrate a think-aloud (see 
this unit) of a brief text to show them the kind of thinking that goes with constructing a 
meaning of the text and that characterizes a QtA discussion: In this way students experience 
what an expert reader mulling over a text does in an attempt to understand it. After the 
think-aloud has been demonstrated, students should be given the opportunity to discuss the 
various features of reading and thinking about text that you have shown them. This gives 
students an opportunity to ask questions about what you were demonstrating and what the 
author was trying to say in the text. Doing a think-aloud also helps students understand 
what is involved in learning with text and what a QtA reading is about. Beck and McKeown 
suggest that the initial experience with QtA be concluded by reminding students that au- 
thors are just people putting their thoughts in a text. The job of the students, as readers, is to 
figure out the author's ideas, and when they do this, they will be doing something called 
“Questioning the Author.” 


Cautions and Comments 


Questioning the Author is a well-researched and well-planned-out strategy. Beck and Mc- 
Keown have systematically engaged in a series of research studies designed to provide the 
foundation for developing QtA and have followed that with studies to investigate the effi- 
cacy of the strategy. For this they are to be commended. 

While QtA presents students with a novel means to discuss a text, teachers are cau- 
tioned that it also presents a novel approach for them, too. Teachers need to be deliberate in 
their actions in implementing QtA; otherwise, this strategy can deteriorate into a traditional 
discussion with teachers taking the dominant role. In particular, this might happen when 
teachers employ the discussion moves, that is, modeling, annotating, and recapping, in 
which they take a more prominent role in the discussion. 
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own Purpose 
Ped K-W-L represents a three-step procedure intended to help teachers become more responsive 
lled to helping students access appropriate knowledge when reading expository text. 
Rationale 
Growing out of the research findings that have highlighted the importance of a reader’s 
Mc- background knowledge, and concern that teachers have tended to neglect the active engage- 
s the ment of a reader’s background knowledge and interest, Ogle (1986a) developed K-W-L to 
effi- ! ensure that teachers had a framework to elicit children's background knowledge and engage 
student interest. 
Cane The framework involves well-developed procedures for brainstorming, generating 
te in categories for organizing ideas, specifying questions, checking what they have learned, and 
onal guiding further reading. The rationale behind these procedures is tied to Ogle’s belief in the 
shen need for a mix of group and individual activities and procedures that help scaffold students’ 
z, in own ideas and interests. As Ogle stated, the teacher 
helps students keep the control of their own inquiry, extending the pursuit of knowledge be- 
yond just the one article. The teacher is making clear that learning shouldn’t be framed 
around just what an author chooses to include, but that it involves the identification of the 
learner’s questions and the search for authors or articles dealing with those questions. (Ogle, 
1986a, 569) 
ading 
g 22: 
ed " Intended Audience 
read- 


The framework is intended for use with expository text. Although it is apt to be more widely 
used with older students, it could be enlisted with students at any age level. 
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Description of the Procedures 


K-W.L involves three basic steps: accessing what I know, determining what I want to learn, 
and recalling what I did learn as a result of reading. In hopes of making the steps concrete, 
Ogle suggests the use of a worksheet (see Figure 7.1). For the first two steps of the process 
the teacher and student engage in oral discussion followed by personal responses; in the 
third step the sequence reverses. 


Step K—What I Know. Step K involves two steps: brainstorming and generating cate- 
gories for ideas. Prior to reading the selection, students are intended to brainstorm in re- 
sponse to a concept that the teacher puts forth. Guidelines for selecting the concept to be 
presented for brainstorming are quite detailed and well thought out. Rather than present stu- 


dents with overly general concepts, Ogle suggests beginning with something specific. To il- 
lustrate, as Ogle states: 


when the class will read about sea turtles, use the words sea turtles as the stimulus, not 
“What do you know about animals in the sea?" or “Have you ever been to the ocean?" A gen- 
eral discussion of enjoyable experiences on the beach may never elicit the pertinent 
schemata. . . . If there appears to be little knowledge of sea turtles in your students’ experi- 
ences, then ask the next more general question, “What do you know about turtles?" (Ogle, 
19862, 565) 


As students offer ideas, Ogle suggests that the teacher might jot down ideas on the board, a 
chart, or an overhead, and then use them as a basis for encouraging discussion. In terms of 
the sea turtle example, the students might consider whether facts pertain to all sea turtles. 
Furthermore, in hopes of deepening thinking and provoking uncertainties to be confirmed 
by reading, Ogle suggests asking volunteers to indicate: “Where did you learn that?" and 
"How might you prove it?" 

The second part of Step K involves generating categories of information likely to be 
encountered when students read. For example, prior to reading an article on sea turtles, the 
teacher might follow the brainstorming with a discussion of possible categories of infor- 
mation. The teacher might say: “Before we read this article on sea turtles, let's think awhile 
about what kinds of information are most likely to be included. Look at this list of things we 
already know: Do some of them fit together to form a general category or information (i.e. 
habitat, enemies)?" 


FIGURE 7.1 K-W-L Strategy Sheet 


1. K—What we know W— What we want to L— What we learned and 
find out still need to learn 


2. Categories of information we expect to use 


and 
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Ogle recognizes that students may initially find this approach difficult and proposes 
that some teacher modeling might be needed. Sometimes it might only be necessary for the 
teacher to suggest one or two categories before the students will suggest others. At other 
times, the teacher might find it worthwhile to relate what they will read to other topics that 
they have learned and the types of categories of information they acquired. 


Step W—What Do I Want to Learn? In conjunction with brainstorming and developing 
categories, students begin to develop interests and curiosities. Sometimes these interests 
and curiosities are associated with uncertainties; at other times they reflect a drive to learn 
more about some aspect of the topic. The teacher's goal with Step W is to turn these uncer- 
tainties, interests, and so on, into reasons to read. By highlighting gaps in ideas, disagree- 
ments, and intriguing ideas, the teacher attempts to provoke questions. After discussing 
various possible questions for the group, the teacher encourages each student to specify his 
or her own questions—that is, the questions that he/she is interested in having answered. 

Once each student has developed his/her questions, students read the selections. With 
some selections there may be some teacher preview so that students have some expectations 
and feel for the article. Again, depending on length, this selection may be read in sections 
or in its entirety. 


Step L—What I Learned. As students complete the article, the students write down 
what they have learned and check what questions they still need answered. Ogle stresses the 
importance of going beyond the single selection so that the "clear priority of their personal 
desire to learn" ensures precedence over "what the author has chosen to include" (Ogle, 
19862, 567). Here is an example transcript taken from Ogle (1986a, 567—569). 


TEACHER: Today we're going to read another article about animals. This one is 
about a special kind of spider—the Black Widow. Before we begin the article, let's 
think about what we already know about Black Widows. Or if you aren't familiar 
with this kind of spider, think about some things you know about spiders in gen- 
eral, and we can then see if those are also true for the Black Widow. [Teacher 
writes Black Widow spider on the board and waits while students think about their 
knowledge of spiders. Next she elicits ideas from children and writes their contri- 
butions on the board.] 

TONY: Spiders have six legs. 

SUSAN: They eat other insects. 

EDDIE: Ithink they're big and dangerous spiders. 


TEACHER: Can you add more about what you mean when you say they're big and 


dangerous? 
EDDIE: They, they, I think they eat other spiders. I think people are afraid of them, 
too. 


STEPH: They spin nests or webs to catch other insects in. 
TOM: My cousin got stung by one once and almost died. 


TEACHER: You mean they can be dangerous to people? 
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TOM: Yah, my cousin had to go to the hospital. 

TEACHER: Does anyone else know more about the Black Widow? Tammy? 

TAMMY: I don’t think they live around here. I’ve never heard of anyone being stung 
by one. 


TEACHER: Where do Black Widows live? Does anyone know? [She waits.] What 
else do we know about spiders? 


JOHN: I think I saw a TV show about them once. They have a special mark on their 
back. I think it’s a blue triangle or circle, or something like that. If people look, 
they can tell if the spider’s a Black Widow or not. 


TEACHER: Does anyone else recall anything more about the way they look? [She 
waits.] Look at what we’ve already said about these spiders. Can you think of 
other information we should add? 

JOHN: I think they kill their babies or men spiders. I’m not sure which. 

TEACHER: Do you remember where you learned that? 

JOHN: JI think I read an article once. 


TEACHER: OK, let’s add that to our list. Remember, everything on the list we aren’t 
sure of we can double check when we read. 


TEACHER: Anything more you think we should know about these spiders? [She 
waits.] OK, before we read this article let’s think awhile about the kinds or cate- 
gories of information that are likely to be included. Look at the list of things we al- 
ready know or have questions about. Which of the categories of information have 
we already mentioned? 

PETER: We mentioned how they look. 


TEACHER: Yes, we said they're big and have six legs. And someone said they think 
Black Widows have a colored mark on them. Good, description is one of the main 
„categories of information we want to learn about when we read about animals or 
insects. What other categories of information have we mentioned that should be 
included? 


ANNA: Where they live; but we aren’t sure. 


TEACHER: Good, we should find out where they live. What other kinds of informa- 
tion should we expect to learn from the article? Think about what kinds of infor- 
mation we’ve learned from other articles about animals. 


DIANE: We want to know what kind of homes they make. 
RAUL: What do they eat? 

ANDY: How they protect themselves. ; 
CARA: How do they have babies? How many do they have? 


TEACHER: Good thinking. Are there other categories of information we expect to d 
learn about. [She waits.] We've thought about what we already know and what j 
kinds of information we're likely to learn from an article on Black Widow spiders. 4 
Now what are some of the questions we want to have answered? I know we had 
some things we weren't sure about, like where these spiders live. What are some 
of the things you'd like to find out when we read? 
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CARA: I want to know how many baby spiders get born. 


RICO: Do Black Widows really hurt people? I never heard of that, and my dad 
knows a lot about spiders. 


ANDY: Why are they called Black Widows? What’s a widow? 


TEACHER: Good question! Does anyone know what a widow is? Why would this 
spider be called a “Black Widow”? [After eliciting questions from several stu- 
dents, the teacher asks each child to write their own questions on their worksheet.] 
What are the questions you are most interested in having answered? Write them 
down now. As you read, look for the answers and jot them down on your work- 
sheet as you go, or other information you don’t want to forget. [The students read 
the article.] 


TEACHER: How did you like this article? What did you learn? 


RAUL: The Black Widow eats her husband and sometimes her babies. Yuck! I don’t 
think I like that kind of spider! 


STEPH: They can live here—it says they live in all parts of the United States. 


ANDY: They can be recognized by an hourglass that is red or yellow on the 
abdomen. 


TEACHER: What is another word for abdomen? [She waits.] Sara, please look up 
the word abdomen. Let’s find out where the hourglass shape is located. While Sara 
is looking the word up, let’s check what we learned against the questions we 
wanted answered. Are there some questions that didn’t get answered? What more 
do we want to know? 


Cautions and Comments 


K-W-L represents a thoughtfully developed framework that appears to support student- 
initiated learning which is text-based but not by a single text or rigid teacher guidance. Ogle 
claims that the strategy has helped students become better readers of expository text at the 
same time as it has helped teachers develop a more interactive teaching style—a style that 
supports student involvement and initiation before, during, and after reading. In her various 
articles detailing the use of the procedures (including comparison with selections with 
which the procedure was not used), Ogle indicates that students taught using K-W-L re- 
member what they have pursued and over time become more actively involved in reading. 
The extent to which they elicit their own background knowledge increases as does their 
ability to generate categories. Ogle also suggests that teachers have reported to her that stu- 
dents ask if they can use K-W-L, and when they do they read “noisily” with “ahs” and 
“ohs.” At the same time as students seem responsive to the strategy, Ogle claims that teach- 
ers seem amenable to its use and aware of the extent to which it facilitates a more interactive 
approach. Despite these affidavits, the approach should be more rigorously evaluated for 
purposes of refining its use as well as examining some of the claims. 

Since its inception, variations of K-W-L have emerged. For example, Carr and Ogle 
(1987) suggested K-W-L Plus, which incorporated the use of mapping (Hanf, 1971) and 
summarization procedures (Brown and Day, 1983). Additionally, Weissman (1996) has 
suggested using K-W-L with paragraph frames to provide students opportunities for writ- 
ing, Huffman (1998) has combined K-W-L with focus questions (e.g., who? what? when? 
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edge, and it capitalizes on controversy as a motivational device to get students involved in 
the material to be read. 

Numerous studies (e.g., Pearson, Hansen, and Gordon, 1979) have pointed out the ef- 
ficacy of activating students' knowledge about a topic before they read in order to enhance 
comprehension. Other ways to promote better comprehension have also been suggested. 
Herber and Nelson (1986) have recommended that statements be used in lieu of questions 
as an initial means to get students more involved in their learning because statements re- 
quire students only to recognize and respond, whereas questions require students to pro- 
duce a response. Production of their own questions and statements, which is a more 
sophisticated learning behavior than recognition alone, becomes the end goal of such in- 
struction. In addition, Lunstrum (1981) suggested that controversy could be used as a mo- 
tivational technique for reading by arousing students' curiosity about a topic and getting 
them to use the text to corroborate their stance on an issue. 

The Anticipation Guide incorporates all of these comprehension-enhancing strategies 
by asking students to react to statements that focus their attention on the topic to be learned. 
Students’ previous thoughts and opinions about that topic are activated by using statements 
that are carefully worded so as to challenge students' knowledge bases and to arouse their cu- 
riosity. Students then become motivated to read to resolve the conceptual conflict. In this way, 
misconceptions about a topic can be brought out and inaccuracies dealt with. Furthermore, the 
Anticipation Guide can also be used as the basis for postreading discussion wherein students 
react a second time to the statements, this time dealing with the text information as well. 


Intended Audience 


The Anticipation Guide can be adapted for use at any grade level and can be used with a va- 
riety of print and nonprint media. Statements used in the guide can be modified and read to 
younger or slower students, who may be unable to read them on their own. In addition, the 
Anticipation Guide can be used to introduce a film, filmstrip, lecture, audiotape, or field 
trip, as well as to introduce a text reading assignment. Thus, the guide can be realistically 
applied in most learning situations. 


Description of the Procedures 


Readence, Bean, and Baldwin (2004) recommend the following steps to implement an An- 
ticipation Guide: 


1. 
2. 
3. 
4. 
5. 
6. 
7. 
8. 


1. Identify Major Concepts. The ideas to be learned by reading the text should be de- 
termined by a careful perusal of the material and of the teacher’s manual, if one is available. 


Identify major concepts 

Determine students’ knowledge of these concepts 
Create statements 

Decide statement order and presentation mode 
Present guide 

Discuss each statement briefly 

Direct students to read the text 

Conduct follow-up discussion 
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The step is analogous to what normally happens in good lesson planning. The following ex. 1 
ample of constructing and using an Anticipation Guide is adapted from one provided byi 
Head and Readence (1992). Using a text entitled “Food and Health,” the following concepts | 
were identified: 1 


a. Food contains nutrients that your body needs for energy, growth, and repair. 
b. Carbohydrates and fats supply energy. 

€. A balanced diet includes the correct amount of all the nutrients needed by your body, 1 
d. Every food contains some calories of food energy. 


2. Determine Students’ Knowledge of These Concepts. In order to determine how the 1 
main concepts support or challenge what the students already know, the teacher must con- 
sider the students’ experiential background. The whole class, as well as individual students, § 
will have to be considered in this step. In our nutrition example, socioeconomic level is one, 
but only one, factor that may have a bearing on the kinds of statements that eventually result. ` 


3. Create Statements. The number of statements to be created varies with the amount of 
text to be read and, particularly, the number of concepts that have been identified. In addi- 4 
tion, the ability and maturity levels of the students influence statement making. Three to 
five statements are usually a good number to aim for. The most effective statements are gen- 
erally those in which the students have sufficient knowledge to understand what the state- 
ments say, but not enough to make any of them a totally known entity. 


4. Decide Statement Order and Presentation Mode. An appropriate order must be de- 
termined to present the guide. Usually, the order follows the sequence in which the concepts 
are encountered in the text, but that is subject to each teacher's judgment. 

The guide may be presented using the chalkboard, an overhead transparency, or a 
ditto sheet that is handed out individually. A set of directions and blanks for students’ re- 
sponses should be included. The directions must be worded appropriately for the age and 
maturity levels of the students. 


5. Present Guide. Continuing with our Anticipation Guide example on nutrition, the 
following guide is given to the students: 


Anticipation Guide: Food and Health 


Directions: Below are some statements about food and nutrition. Read each statement carefully and 
place a checkmark next to each statement with which you agree. Be prepared to defend your think- 
ing as we discuss the statements. 


1. An apple a day keeps the doctor away. 
2. If you wish to live a long life, be a vegetarian. 


3. Three square meals a day will satisfy all your body’s nutritional needs. 
4. Calories make you fat. 
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When presenting the guide to students, it is advisable to read the directions and state- 
ments orally. You should emphasize that students will share their thoughts and opinions 
about each statement, defending their agreement or disagreement with the statement. Stu- 
dents can work individually or in small groups to formulate a response. 


6. Discuss Each Statement Briefly. A discussion ensues, with the teacher first asking 
for a show of hands from students to indicate their agreement or disagreement. The teacher 
tallies the responses. The discussion should include at least one opinion on each side of the 
issue per statement. As other students listen to the opinions offered, they can evaluate their 
own view in terms of the others. 


7. Direct Students to Read the Text. Students are now told to read the text assignment 
with the purpose of deciding what the author would say about each statement. As they read, 
students should keep two things in mind: their own thoughts and opinions as well as those 
voiced by others, and the way in which what they are reading relates to what was discussed. 


8. Conduct Follow-Up Discussion. After reading, the students may respond once again 
to the statements. This time they should react in the light of the actual text. Thus, the guide 
now serves as the basis for a postreading discussion in which students can share the new in- 
formation gained from reading and how their previous thoughts may have been modified by 
what they understand the reading to say. It should be made clear to the students that agree- 
ment with the author is not mandatory. 


Cautions and Comments 


The Anticipation Guide presents a versatile format for use by teachers to activate students’ 
prior knowledge about a topic to be learned and to motivate them to pursue that informa- 
tion. In essence, the guide provides for the following: (1) active involvement by students in 
their own learning; (2) the use of prediction as a means to stimulate comprehension; and 
(3) guidance in the form of purpose-setting behaviors as students interact with the text in 
their effort to verify their predictions. 

In addition, the Anticipation Guide has some diagnostic value for teachers in formu- 
Jating and executing their instructional plan. As students discuss the statements before read- 
ing, teachers can assess the depth and breadth of students' knowledge about a topic. This 
allows teachers to make tentative instructional decisions about the time required for learn- 
ing, the kind of materials that may be most appropriate, and what alternative strategies 
would be beneficial to the students. Lipson (1984) has expressed some concern about the 
negative effects of inaccurate prior knowledge on learning. Because of this diagnostic char- 
acter of the Anticipation Guide, teachers can readily take appropriate steps to rectify stu- 
dents’ misconceptions when inaccurate or incomplete knowledge is discovered. 

Perhaps the most difficult aspect of constructing an Anticipation Guide is selecting 
appropriate statements to be used. Guide statements must be within students’ previous 
knowledge and, therefore, must be on the experience-based level of comprehension. But the 
statements must also be on a higher level of generality in order to be an effective teaching 
and learning strategy. Using statements that are merely fact-based is ineffective. Students 
should discuss reasons for holding or forming opinions, not simply recite easily found facts. 
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For instance, if we used a statement in our example guide on nutrition such as “the 
recommended minimum daily allowance of vitamin A is 1.5 mg,” the statement would be 
virtually useless as a tool to enhance learning. That type of statement is based on fact, not 
experience. Either students would know it or they wouldn't; in essence, it becomes a true- 
false statement. If the student does know it, then it has no value as an instructional tool. 
Conversely, if the student doesn't know it, then it will not serve as a knowledge-activation 
device. Students must be allowed to use their prior experiences in order to benefit from the 
use of prereading statements. Teachers are cautioned that, though such statements are more 
difficult to construct, experience-based statements are crucial to the success of Anticipation 
Guides or any other guide based on prediction. 
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The Text Preview (Graves, Cooke, and LaBerge, 1983) is designed to: (1) build students' 
background knowledge about a topic before reading; (2) motivate students to read; and 
(3) provide an organizational framework for comprehending a text. 
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Rationale 


The major premises behind the use of the Text Preview are similar to that of the Anticipa- 
tion Guide, namely, that comprehension is enhanced when readers draw on their prior 
knowledge and are interested in the topic. However, this prereading strategy goes beyond 
simply drawing on students’ prior knowledge; it actually attempts to build their knowledge 
about a text selection before students read. 

When faced with a novel selection, students may have a difficult time with unfamil- 
iar vocabulary, syntax, and/or text structure. This could be further complicated by a narra- 
tive where characters, setting, or events are not made explicit and must be inferred. A Text 
Preview can give readers this information so that when they begin reading the selection they 
have a framework to understand the characters and events at the text-explicit level and be- 
yond. Text Previews also serve to motivate student interest because explicit connections are 
made between topics to be read and students' experiences. In addition, students can be fur- 
ther stimulated because the text preview is designed to speak directly to them. 

Research support for Text Previews (e.g., Graves, Cooke, and LaBerge, 1983; Graves 
and Prenn, 1984) have demonstrated the efficacy of using them with students of middle 
school through high school age who have varying ability levels. Text Previews also have 
been shown to be effective with both narrative and expository texts. Finally, they have been 
shown to not only help students understand text selections but also to improve their attitude 
about reading the texts. 


Intended Audience 


Text Previews seem most useful for upper elementary through high school students who en- 
counter a variety of text situations, some of which may be novel and/or difficult. They may 
be especially useful for low ability students who lack sufficient prior knowledge or the nec- 
essary motivation to read and understand a potentially difficult text selection. 


Description of the Procedures 


Graves, Prenn, and Cooke (1985) described the use of previews for narrative selections in 
two parts: (1) preparation and construction, and (2) presentation. 


1. Preparation and Construction of Text Previews. A text preview is a detailed script 
written in such a way as to provide an organizational framework to enhance students’ com- 
prehension of a text selection. Specifically, it consists of three parts: (a) an interest-building 
section, (b) a synopsis of the selection, which includes a description of characters and set- 
ting, and (c) a section that includes a purpose-setting question or directions for reading. 

The interest-building section is designed to pique students’ interest by asking a few 
rhetorical questions and making a connection between a familiar topic and the topic of the 
selection. The synopsis consists of a brief discussion of the story's theme, along with an in- 
troduction to the characters and, if appropriate, the setting and point of view. Finally, stu- 
dents are given questions or directions to guide their reading. Included here is a sample text 
preview written for “The Sniper" (O'Flaherty, 1926). 
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Text Preview: “The Sniper"* 
Trying to get along with other people is very important to most of us. Just imagine what the 1 
world would be like if that were the case! Yet, try as we may, we know that is not how peo. j 
ple are. Do you remember the last time you got into an argument or fight with someone? 1 
What were its consequences? What is even worse is getting into a fight or argument only to | 
find out that it resulted in hurting some other person you really cared for! Has that happened 
to you? What were your thoughts and feelings when you found out? 
In the story you are about to read entitled “The Sniper,” the main character is found ` 
on a rooftop at night with the sounds of guns in the background. It is wartime. Suddenly, a 4 
shot rings out, barely missing the sniper. It is the enemy trying to kill him. k 
Just then, an enemy car approaches. The sniper performs his duty and kills two of the 
enemy. Just as he does, another shot rings out, this time wounding the sniper so he can’t hold 
his rifle any longer. Yet, he must do something as daybreak is approaching. The sniper can’t 4 
be caught on the rooftop in daylight, and his escape is covered by the enemy who wounded 
him. Then the sniper thinks of an escape plan. After all, this is war and he must survive the | 
enemy, no matter who it may be. 1 
What is the sniper's plan? Will it be successful? And, who is the enemy? You will have 
to read to find out. 


The first step in the construction of a Text Preview is to become thoroughly familiar 
with the selection. This may mean reading it more than one time. When this is done, it must 
be decided how to build an analogical bridge between what the students know and the theme 
or topic of the story. Thus, it is important to think of real-life, day-to-day events that touch 
the lives of the students, It is this bridge that will become the first part of the Text Preview. 

Next, write the synopsis of the story. This should be a brief description of the charac- 1 
ters, setting, point of view, and plot up to the point of the climax. This should give students | 
the gist of the story and how it is organized. The last section of the Text Preview suggests 
the outcome for which the students should be looking as they read the story. It might sug- 
gest a general approach or directions for reading. It might also alert them to a special twist 
they might encounter as they read, 


2. Presentation of Text Previews. The use of Text Previews is fairly straightforward. 
Graves and associates (1985) recommend the following steps: 


m Tell students that you're going to introduce a new story. 

m Read the interest-building section of the preview to the students. It is best to read the 
preview rather than paraphrase it since a casual presentation of it belies the care and 
time involved in its construction. 

m Give students a few minutes to relate the information to their prior knowledge and 
discuss it. 

w Read the remainder of the Text Preview. 

m Direct students to read the selection. 


Previewing a story should take five to ten minutes, including the discussion. The discussion 
should be focused and is not designed to promote a lengthy dialogue. 


*From L. O’Flaherty. 1926. Spring sowing. New York: Alfred A. Knopf. 
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hat the Cautions and Comments 


W;peo- Perhaps the greatest concern in using Text Previews is the amount of time it takes to develop 


EE | one. Thus, it is recommended that they only be used for particularly challenging and im- 
ede | portant stories. Teachers must weigh the benefits gained by students with their use versus - 
a the amount of time and energy they expend in their creation. However, research on Text H 
; found | i Previews seems to show that the effort is well worth it; students report that previews help 
lenly, a I them to understand the text selections better. Graves and associates (1985) also suggest that 
a (1) Text Previews may only be used with students who are likely to have trouble with a par- 
| y only y P 
of the | ticular text; or (2) briefer previews, using lists of characters or only the interest-building 
vthold — j section, might be used. Along that vein of brevity, Baldwin, Readence, and Bean (2004) 
rcant f recommend the use of a shortened version of a text preview, the text appetizer. A text appe- 
xunded tizer consists solely of an interest-building paragraph with some accompanying guide ques- 
ivethe — | tions for reading. 
hav Readence, Bean, and Baldwin (2004) provide additional guidelines for developing 
i "Text Previews when using them with expository material. The preview might contain a re- 
view of important points along with a definition of key vocabulary terms and focusing ques- 
miliar tions that move students from text-explicit thinking to more implicit and experience-based 
t must thinking. Such changes are necessary to consider because of the nature of expository text. 
th eine Finally, as an alternative to the regular use of Text Previews, teachers are encouraged 
touch to consider them as potential writing assignments. Once students become familiar with pre- 
view views, they can be asked to read a story and write a Text Preview for students in other 
i classes. The process of writing a preview will cause students to consider thoroughly the 
h P gap gally 
arac- i s i i 
üdents ideas offered in the selection and to think critically about them. 
ggests ; 
x sug- | 
A | 
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Content area reading: An integrated approach 
(8th ed.). Dubuque, IA: Kendall/Hunt. Discusses 
the use of Text Previews as a prereading strategy 
with examples from both narrative and expository 
texts. 
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ReQuest Procedure 


Purpose 


The ReQuest procedure (Manzo, 1968) is designed to encourage students to: (1) formulate 
their own questions about the material they are reading and develop questioning behavior; 
(2) adopt an active, inquiring attitude to reading; (3) acquire reasonable purposes for read- 
ing; and (4) improve their independent reading comprehension skills. 


Rationale 


Manzo, the originator of the ReQuest procedure, suggests that while teacher questioning 
and purpose setting are important to reading comprehension, of greater importance is the 
development of the students’ abilities to ask their own questions and to set their own pur- 
poses for reading. He suggests that these skills facilitate the students' acquisition of an ac- 
tive, inquiring attitude and their ability to examine alternatives and to originate information. 
These things he considers essential if students are to transfer problem-solving involvement 
to different contexts. 


Intended Audience 


ReQuest is suitable for use with students at levels ranging from kindergarten to college. Al- 
though it was originally devised for use on a one-to-one basis, it can also work with groups 
of up to approximately eight persons. 


Description of the Procedures 


In the ReQuest procedure, an individual student and teacher silently read sections of a se- 
lection and then take turns asking and answering each other's questions about that selection. 
The teacher's function is to model good questioning behavior, to provide feedback to the 
student about his or her questions, and to assess whether the student has established rea- 
sonable purposes for independently completing the passage. 

There are six steps teachers should follow in using the ReQuest procedure: 


. Preparation of material 

. Development of readiness for the strategy 

. Development of student questioning behaviors 
. Development of student predictive behaviors 

. Silent reading activity 

. Follow-up activities 


1. Preparation of Material. Preparation of the material entails previewing the selection 
for the purpose of: 


a. Selecting material at an appropriate level for the student 

b. Selecting material appropriate for making predictions . 

c. Identifying appropriate points within the selection where the student could plausibly 
make predictions 
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2. Development of Readiness for the Strategy. Manzo (1969) suggests the following 
protocol and guidelines as those appropriate for beginning a ReQuest session. 


The purpose of this lesson is to improve your understanding of what you read. We will each 
read silently the first sentence. Then we will take turns asking questions about the sentence 
and what it means. You will ask questions first, then I will ask questions. Try to ask the kinds 
of questions a teacher might ask in the way a teacher might ask them. 

You may ask me as many questions as you wish. When you are asking me questions, 
Iwill close my book (or pass the book to you if there is only one between us). When I ask 
questions, you close your book. (p. 124) 


The teacher might also explain these points during or prior to the session: Each ques- 
tion deserves to be answered fully—"I don't know" as an answer is unacceptable; unclear 
questions are to be rephrased; and uncertain answers should be justified by reference to the 
text. In addition, it may be necessary at times to introduce some of the vocabulary contained 
in the selection and/or develop some background for understanding the passage. For exam- 
ple, the teacher may need to give the student oral familiarity with some of the more difficult 
words in the selection. Also, in order to develop some background for understanding the 
passage, the teacher might alert the student to the basic concepts involved by a brief and 
general discussion of the title. 

Therefore, in introducing the ReQuest procedure, the teacher should be aware of the 
need to: 


a. Build student interest in the procedure 

b. Introduce selected vocabulary 

c. Develop some background for understanding the passage 

d. Provide the student with an understanding of the rules of ReQuest 


3. Development of Student Questioning Behaviors. At this point, both the teacher 
and the student participate in the reciprocal questioning procedure. As Manzo's protocol 
suggests, this procedure entails: 


a. Joint silent reading. Both the student and teacher read the first sentence of the selection. 


b. Student questioning. The teacher closes his or her book, and the student questions the 
teacher. The teacher responds with an answer, reinforces appropriate questioning behavior, 
and, if necessary, requests rephrasing of unclear questions. 


c. Exchange of roles. The student finishes questioning and removes his or her copy of the 
material. Then the teacher questions the student. 


Throughout this phase, the teacher exhibits good questioning behavior and provides 
feedback to the student about the student's questions. When taking the role of questioner, the 
teacher should endeavor to extend the student's thinking. To this end, the teacher might use 
various types of questions, including questions that build on prior. questions and require the 
student to integrate information. When responding to the student's questions, the teacher 
could use both verbal and nonverbal reinforcement. For example, a student's question might 
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be reinforced with a statement such as "That's a great question. I really have to...” or “I 
hope I can ask questions that tough that will make you. . . .” 


4. Development of Student Predictive Behaviors. At an appropriate point in the pro- 
cedure (i.e., when the student has read enough to make a prediction about the rest of the ma- 
terial), the exchange of questions is terminated. Assuming the role of agitator, the teacher 
attempts to elicit predictions and validations from the student. At this point, the teacher 
might ask, “What do you think will happen? . . . Why do you think so? . . . Read the line 
that proves it.” It may prove helpful to develop a list of suggested predictions and a ranking 
from most likely to least likely. 

If the prediction and verifications are reasonable, the teacher and student can move to 
the next step—silent reading activity. If the predictions are unreasonable, the teacher and 
student may continue reading and exchanging questions until another opportunity to elicit 
predictions arises. However, if the student is unable to make a reasonable prediction after 
having read three paragraphs, the teacher should terminate this activity. As Manzo suggests, 
“It may be self-defeating to continue beyond this point" (1969, 125). 


5. Silent Reading Activity. The teacher now directs the student to read the remainder of 
the selection. At this point, the teacher might say, “Read to the end of the selection to see 
what actually did happen." During this period, the teacher can either read along with the 
student or stand by to assist. Manzo suggests that it is important to give aid in a manner that 
does not disrupt the student's comprehension, that is, does not destroy the student's train of 
thought. 


6. Follow-Up Activities. Numerous worthwhile tasks are suitable for follow-up activi- 
ties. Manzo suggests that readers might engage in activities that verify or apply the infor- 
mation gained from reading. Other useful activities may emanate from a reconsideration 
and discussion of student predictions. For example, the teacher could encourage the student 
to consider variations or adaptations of the story. 


Cautions and Comments 


For those teachers using ReQuest for the first time, Manzo offers a number of suggestions. 
He advises working with individuals rather than with groups, and for the first encounter, he 
suggests the use of specific question types: immediate reference, common knowledge, re- 
lated information, open-ended discussion, personalized discussion, further reference, and 
translation. With children for whom ReQuest is a new experience, a questioning game or 
activity may be useful as a starter. Students may wish to underline those ideas about which 
they want to ask questions; students' confidence in their ability to formulate questions can 
be vital to their successful involvement in the ReQuest procedure. 

At certain times, modifications of the ReQuest procedures may be desirable. For ex- 
ample, in order to provide more varied interactions between questioner and respondent, it 
may be desirable to alternate the role of questioner after each question. Also, greater flexi- 
bility seems desirable in the selection of sections of the passage to be read at one time. 
Rather than proceed sentence by sentence, one might look for natural breaks within the pas- 
sage. In a group situation, there are numerous possibilities. One example is where the roles 
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“I of questioner and respondent either alternate around a circle or proceed at random within 
the circle. Often a group, as a whole, enjoys challenging the teacher. With kindergarten chil- 
dren, Legenza (1974) has successfully applied a modification of ReQuest using pictures. \ 


to- The suggested protocol in this situation runs as follows: i 

1a- 

ier 1 Let's ask each other questions about this picture to see if we can learn all the things we can 

Yer about it. In order to help us to learn all we can, let's both look at the picture first and ask me any 

ne questions you can think of about this picture and I'll see if I can answer them—then I'll ask you 

ng some questions and you see if you can answer them. (Manzo and Legenza, 1975, 482) if 
: | 

to Another possible modification is an incomplete questioning technique. This tech- | 


nd 1 nique requires the student or teacher to initiate an incomplete question: for example, “Why 
did John . . . ?" The other party completes the question and directs it at the initiator. 


A : With or without these modifications, the ReQuest procedure appears to be a very ef- 
ts fective strategy. The various permutations of the ReQuest procedure provide a viable tool for i 
! exploring, extending, and encouraging student hypothesizing. ReQuest facilitates student in- f 
: volvement in problem-solving and necessitates teacher awareness of the student's level of 
of 1 involvement. Studies by Manzo and Legenza (1975) provide empirical support for using Re- | 
ée 1 Quest, and the National Reading Panel (2000) found question generation and question an- | 
he | swering, the bases of ReQuest, to be effective strategies for improving comprehension. 
rat 1 Using a modification of the ReQuest procedure and then adding other cognitive 


to help students comprehend texts better. In addition to question generation akin to Re- 
Quest, students are also taught to summarize, clarify word meanings or confusing text, and | 
predict what the upcoming text will be about. Reciprocal Teaching is done through teacher 
modeling of these processes followed by guided practice. Teachers gradually release re- p! 
sponsibility to the students as the technique ensues. A review of the research by Rosenshine ` 
and Meister (1994) found positive effects for using Reciprocal Teaching to improve stu- 
dents’ comprehension. 
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National Institute of Child Health and Human De. 
velopment. Chapter 4 reviews the research on read. 4 
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Question-Answer Relationships (QARs) was developed by Raphael (1982b) as a procedure 
for enhancing students' ability to answer comprehension questions by giving them a sys- 
tematic means for analyzing task demands of different question probes. 


Rationale 


Stemming from her concern that students are frequently asked questions in school but re- 
ceive little or no guidance in knowing how to answer them, Raphael generated a strategy 
whereby readers are encouraged to analyze the task demands of questions prior to answer- 
ing them. The system she devised for students to use involves having students identify three 
types of questions: text explicit »r "right there;" text implicit or "think and search," and 
scriptal or “on my own.” This system was based on a taxonomy suggested by Pearson and 
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Johnson (1978) in which comprehension responses were described as follows: text explicit 
if the information to be used for the most appropriate response is stated explicitly in the 
text; text implicit if the response information is located in the text but requires the integra- 
tion of textual material; and script implicit if the response information is located in the 
reader’s knowledge base. 

The system itself is presented to teachers and students in a carefully crafted fashion. 
Using the research on developing independent comprehenders as a basis (see Tierney and 
Cunningham, 1984), Raphael applies four principles of instruction to help readers analyze 
the task demands of questions: (1) give immediate feedback; (2) progress from shorter to 
longer texts; (3) begin with questions for which the task demand is more straightforward 
and go on to questions that require the use of multiple sources; and (4) develop indepen- 
dence by beginning with group learning experiences and progressing to individual and in- 
dependent activities. 

Raphael’s claims about the efficacy of the strategy has been substantiated by re- 
search. Raphael and Pearson (1982) found that students in the fourth, sixth, and eighth 
grades who had been taught the strategy by a university researcher were more successful in 
answering questions than students who had not received the instruction. In a follow-up to 
this study, Raphael, Wonnacott, and Pearson (1983) taught fourth-grade teachers how to use 
the strategy and obtained similar results. They found that the trained teachers were pleased 
with the strategy and that students outperformed comparable groups of students who re- 
ceived no such directed learning experiences. In a third study Raphael and McKinney 
(1983) examined developmental differences in children’s performance and training re- 
quirements. With older students (eighth graders compared with fifth graders), orientation ` 
was as effective as training, and the performance of students improved by training, but not 
by simply being reminded to apply QARs at the time of testing. 


Intended Audience 


Raphael has used the procedure successfully with students of varying ability levels from 
grades four through eight. With some modification the procedure could be used with stu- 
dents at earlier grade levels, especially with those that are less able. 


Description of the Procedures 


At the heart of QARs is having the student identify the response demands of various ques- 
tions (either Right There, Think and Search, or On My Own), then using a knowledge of the 
response demands to generate an answer. For this purpose, Raphael (1982b) offers the fol- 
lowing guidelines and student response format as a way of accustoming readers to the strat- 
egy. Once the reader has learned the strategy, Raphael suggests that the focus should be on 
the best possible response to the question. 

Jnitial use of the format entails having students circle the QAR strategy they will use. 
During this initial period, a student's response to a question is less important than the stu- 
dent’s assessment of the task demands. In other words, it would be okay if the reader gen- 
erated a wrong answer but correctly identified the task demands. Later, when students move 
to determining and writing in the answer, the actual answer the reader generates becomes 
important. 
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To introduce most students to the strategy, Raphael suggests a week of intensive train. 1 
ing followed by maintenance activities. Adaptations are recommended if a teacher deems 
them necessary. Four lessons make up the first week's intensive training. : 


Lesson 1. The first lesson is intended to introduce students to the task demands of differ- 
ent questions and to provide some initial practice at identifying task demands in conjunc- 
tion with answering questions. For this purpose, Raphael recommends that instruction 
similar to the following be given in groups. 

Using the previously suggested guidelines and response format (see Figures 7.2 and 
7,3), the teacher would explain: 


We are going to talk about different types of questions and the best way to answer them, 
Sometimes your workbook or I give questions that ask for information you can find quite 
easily in the book. Other times you won't find the answer there. I will describe three kinds 
of questions: “Right There,” “Think and Search,” and “On My Own.” Each type can be fig- 
ured out by deciding where you get the information for the answer. We call this a Question- 
Answer Relationship, or QAR for short." (Raphael 1984, 189) 


Raphael (1984) recommends that initially the teacher discuss the difference between 
text-based and knowledge-based responses, prior to discriminating between the two text- 
based strategies. Following the introduction, she suggests that three practice stages can be 
used with short passages of two or three sentences. In the first stage, she suggests giving 
students passages to read with questions for which the answer as well as the QARs is 
identified. During this stage, she suggests discussing the type of QAR each question repre- 
sents. In the second stage, she suggests giving students passages, questions, and responses 
to these questions, and having students generate as a group the QAR for each. Finally, in the 
third stage, she suggests having students determine the QARs and respond with answers. 


Lesson2. The purpose of the second lesson is to provide the students with review and fur- 
ther guided practice as they read slightly longer passages (75 to 150 words). Specifically, 
Raphael recommends that the teacher begin the lesson with a review of each QAR category 
and then some guided practice with five questions that require different responses with a 
passage of approximately 75 to 150 words. She suggests the students do the first passage as 
a group and then, as a group, that they be given feedback after they finish the second pas- 
sage independently. As the students proceed with subsequent passages, Raphael empha- 
sizes the importance of giving the students feedback, as well as having them justify their 
: answer to the question and their choice of a QAR. Also she suggests that the teacher explain 
| why an answer is acceptable on the grounds of both accuracy and strategy. 


i 

ij 

i Lesson 3. In the third lesson, Raphael suggests extending the QAR task to a passage ap- 

| proximately the length of a short story selection. She suggests dividing the selection into 
four sections and generating two questions of each of the three types (a total of six ques- 

| tions) for each section. The first section would be completed in conjunction with reviewing 

d the strategy; students would complete the remaining three sections independently, prior to 


acquiring feedback. 
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FIGURE 7.3 Passage—‘Lighting a Match” 


When lighting a match, it is important to follow these steps carefully. First, tear one match out of the 
matchbook. Second, close the matchbook cover. Third, strike the match against the rough strip on 
the outside of the matchbook. Finally, after the match has been used, blow it out carefully, and be 
sure it is cool before you throw it away. 


1. What are the first two steps to correctly light and use a match? 
Right There 
Think and Search 
On My Own 
2. Why should you be sure the match is cool before you throw it away? 
Right There 
Think and Search 
On My Own 
3. What should you do after the match has been used and is still burning? 
Right There 
Think and Search 
On My Own 
4. Why should you close the cover before striking the match? 
Right There 
Think and Search 
On My Own 
5. What do you strike the match against to light it? 
Right There 
Think and Search 
On My Own 


Cautions and Comments 


QARs represent one of the more thoroughly researched instructional strategies that have 
been developed in recent years. Raphael has gone to great lengths to explore its utility thor- 
oughly at different grade levels with students of varying ability. She reports having most suc- 
cess with students of average and below average ability in grades four through eight. She also 
claims that the strategy can be easily learned by teachers, and she has explored the worth of 
different in-service training experiences with the technique (see Raphael, 1984). What is 
lacking from her research data are the long-term benefits or detriments that might arise from 
using the strategy. We do not know whether students who have been trained to do QARs are 
better at answering questions after some time has elapsed after training. Nor do we know if 
the students are better monitors of their own ability to read or answer questions. Further- 
more, we have no descriptive data of how QARs influence the reasoning processes that read- 
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ers use to answer questions and continue reading. Raphael (1984) suggests that with older 
students there may be interference that arises as a result of considering the task demands. 
Two concerns that seem worth mentioning about QAR relate to problems with using 
the taxonomy. First, the taxonomy was intended to describe question-answer types rather 
than to facilitate a determination of correct responses. As readers consider answering a 
question, they might be better advised to consider the goal of the question and the point of 
the passage rather than whether the answer is forthcoming from such discrete categories as 
a text or reader. Second, QAR may not enhance comprehension in as straightforward a fash- 
ion. To determine the nature of the relationship between a question and answer would seem 
to follow from rather than precede answering the question. If this be the case, QAR might 
be best viewed as helping readers achieve feedback on their responses rather than answers 
to questions. Still, the National Reading Panel (2000) has endorsed the strategy of answer- 


ing questions as an effective means of improving comprehension. 
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Explicit Teaching of Reading Comprehension 


Purpose 


The Explicit Teaching of Reading Comprehension is intended as a framework for develop- 
ing reading comprehension skills and strategies that can be applied to other reading situa- 
tions without teacher support. 


Rationale 


In the late 1960s and early 1970s, developmental psychologists began to explore the possi- 
bility that reading comprehension and other problem-solving abilities were amenable to 
change with appropriate intervention. Subsequently, throughout the 1970s and early 1980s, 
several research studies were pursued in which deliberate and carefully planned attempts 
were made to explore the instructional characteristics of effective reading comprehension in- 
struction. The question governing these pursuits was: Can students be made aware of read- 
ing comprehension strategies or be taught skills that will transfer to independent reading 
situations? What emerged as a response to this question and from these research pursuits was 
Explicit Teaching of Reading Comprehension. In other words, as researchers explored dif- 
ferent procedures for teaching selected reading comprehension strategies and skills (e.g., 
summarizing, inferencing, self-questioning, relating background knowledge, finding the 
main idea and relevant details), several recommendations for instruction seemed forthcom- 
ing (Brown, Campione, and Day, 1981; Day, 1980; Hansen and Pearson, 1983; Palincsar and 
Brown, 1983). These have been pulled together and now are labeled by some educators “Ex- 
plicit Teaching" (Pearson and Leys, 1984). The features that constitute Explicit Teaching 
have been discussed in several papers (Brown, Campione, and Day, 1981; Pearson, 1984; 
Pearson and Gallagher, 1983; Roehler and Duffy, 1984; Tierney, 1982; and Tierney and Cun- 
ningham, 1984). The features include: 


1. Relevance: students are made aware of the purpose of the skill or strategy—the why, 
when, how, and where of the strategy. 


2. Definition: students are informed as to how to apply the skills by making public the 
skill or strategy, modeling its use, discussing its range of utility, and illustrating what it is not. 


3. Guided practice: students are given feedback on their own use of the strategy or skill. 


4. Self-regulation: students are given opportunities to try out the strategy for-themselves 
and develop ways to monitor their own use of the strategy or skill. 


ch on 
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5. Gradual release of responsibility: the teacher initially models and directs the stu- 
dents’ learning; as the lesson progresses, the teacher gradually gives more responsibility to 
the student. 


6. Application: students are given the opportunity to try their skills and strategies in in- 
dependent learning situations, including nonschool tasks. 


Intended Audience 


Explicit Teaching is a generic plan for developing a wide range of strategies. It seems to be 
an appropriate framework for teaching students at all ages. 


Description of the Procedures 


During any Explicit Teaching lesson certain key elements will be present; others may be op- 
tional. For example, the following is based on those suggested by Pearson and Leys (1984) 
as an integral part of Explicit Teaching: 


Step 1: Introduction to the skill or strategy through examples and review. Refer or expose 
the students to examples of the skill in the “real world,” including the purpose for using the 
strategy. Discuss how, when, where, and why the strategy or skills are used. If possible, con- 
trast them with other skills; for example, contrast main idea with details, fact with opinion, 
and good summaries with poor summaries. If the skill has been treated previously, review 
what they know about the skill. 


Step 2 (optional): Have the children volunteer additional examples and discuss them. 


Step 3: Label, define, model, and explain the skill or strategy. In this step, the skill or 
strategy is given a specific label and its application demonstrated with teacher modeling. As 
the teacher models, students are given guidelines by which they might use the skill or strat- 
egy and also examples of faulty strategy usage or skill application. 


Step 4: Guided practice. In this step, examples are done together in order to prepare the 
students for independent practice and to determine who is incurring difficulty with the skill 
or strategy. 


Step 5: Independent practice. The students work through the same type of exercise, but do 
so independently. 


Step 6: Application. Students are given a variety of situations in which they are encour- 
aged to apply the skill and discuss its application. This might entail applying the skill or 
strategy to other text or to situations outside of school. 


What follows is an example of applying this lesson framework to comprehension 
skills. Specifically, it illustrates the Explicit Teaching of a main idea. 


T 
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UNIT 7 


An Example of Explicit Teaching Applied to Main Idea 


1. Introduction to the skill or strategy 


In the first part of the lesson, examples are 
provided and the relevance of the strategy es- 
tablished. This can be done by relating what 
you are going to do to something with which 
the child has had experience. At the same 
time, the purpose for teaching the strategy is 
established. 


2. Labeling, modeling, defining, and 
explaining 


In the next phase the teacher labels, models, 
defines, and explains the skill. Through 
teacher modeling and student discussion, the 
how, when, and where of the strategy is pre- 
sented, Negative instances (i.e., demonstra- 
tions of faulty applications) are given, as well 
as clear examples of appropriate strategy or 
skill usage. 


3. Guided practice 

In this step the teacher and students walk 
through an example together. 

4. Independent practice 


Students should be given the equivalent of a 
checklist by which they can not only guide 


Ask: “Have you ever had to give a brief de- 
scription of something? Have you ever won- 
dered what it would be like to give the news 
on the radio or television? Imagine it was 
your turn to give the news. Usually you have 
a few minutes to present in a nutshell the 
main idea and a few key facts. Now suppose 
you have been given lots of stories by your 
classmates. Your task is to present them, but 
before you do so, you need to isolate the 
main idea and most relevant details. What 
would you do?" 


The teacher explains that they are going to 
learn more about how to find the main idea. 
Students read one of the stories for which the 
main idea needs to be established. 


My name is Sally. I have four gerbils. One is 
pure white and two have brown spots. The 
fourth one is all black with a pink nose. 


The teacher explains; “The story tells how 
many different and colorful gerbils Sally has. 
The reason I know this is the second sentence 
tells how many gerbils Sally has. The other 
sentences talk about not the size nor what 
they eat, but about the color of the gerbils. 
What is key in finding the main idea is find- 
ing out the most important ideas or facts 
stated about the topic. The main idea is: Sally 
has four colorful gerbils. Let's look at an- 
other story.” 


"Let's do the next story together. This is 
Juan’s story. . . " 


The teacher directs the children to a third 
story. The teacher says: “Try one by yourself 


rself 
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their own use of the strategy but can also 
check whether they have succeeded. 


5. Application 


The next essential step is application. Your 
goal should be for the self-initiated and suc- 
cessful use of the strategy or skill without the 
teacher. 


this time. Remember the main idea is what is 
important about the topic. Decide whether 
the main idea of Ram’s story is about: 


Adela's home run 
Adela's best friend 
Adela's favorite sport 


Before you make a final decision, ask 
yourself: 


Did you find the important ideas or facts? 
Did you decide what they were all about? 


Does your main idea cover all the ideas or 
facts? If not . . . choose another.” 


The teacher has children share their choice 
and explain. Other examples follow. 


The teacher suggests: “Now try to do some 
on your own. Remember to use the self-help 
questions." 


After checking these exercises, the teacher 
says: "Today we have learned about main 
idea. Can anybody think of where else one 
might use this skill? Let's see if it could help 
us with our social studies." 


Children are encouraged to discuss how it 
might help in social studies and take out their 
social studies books to try it out. Other appli- 
cations are discussed. 


Cautions and Comments 


As an approach to developing independent reading comprehension abilities, Explicit 
Teaching has a large number of advocates, most recently, the National Reading Panel 
(2000). In support of this approach are a number of research studies in which considerable 
success was achieved in teaching students selected skills and strategies. At a time when we 
were well aware of the shortcomings in our methods of teaching reading comprehension, 
Explicit Teaching seemed a timely solution for upgrading our practices. Furthermore, it was 
a commonsense approach. It represents what some educators who had looked at effective 
instruction had specified as key elements (e.g., Rosenshine, 1983). 
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Despite these qualities, Explicit Teaching should not be accepted without question, 1 
The results of experiments in which Explicit Teaching was used were not very well sus- 
tained beyond the course of the experiment; and evidence of the application of skills or 
strategies, either spontaneously or planned, was lacking. Unfortunately, no comparisons 
exist of Explicit Teaching with learning that is less teacher-centered and more collabora- 
tive or discovery-oriented. No data exist by which a determination can be made as to 
whether an Explicit Teaching procedure might take away from the tendency of some stu- 
dents to self-initiate their own learning strategies. For example, if the approach were more 
collaborative and less teacher-dependent, perhaps students would be more open to define 
and use a great many more strategies for themselves at times other than those tied to a 
teacher's plans. 

To compensate for some of the concerns with Explicit Teaching, the National Read- 
ing Panel (2000) has suggested a Transactional Strategy Instruction (TSI) approach to 
reading comprehension. As contrasted with Explicit Teaching, in which the emphasis 
seems to be on the teachers' ability to provide direct explanations, in TSI teachers not only 
do that but also focus on their ability to engage students in discussions in which students 
form collaborative interpretations of text and discuss the explicit mental processes in- 
volved in comprehending the text (see the next strategy in this unit, Think Alouds). Thus, 
in TSI emphasis is placed on the transactions among learners as they collaboratively en- 
gage the text. 

Apart from these limitations, there are some other issues that stand in the way of the 
use of the Explicit Teaching model of teaching reading comprehension. Such a model as- 
sumes that there are well-defined strategies to teach. Unfortunately, a detailed description 
of comprehension strategies and skills that are worth teaching—that is, are likely to lead to 
improvements in comprehension performance—does not exist. The problems facing ex- 
plicit teaching are compounded by problems in describing how readers actually do use 
some of the skills that might be taught. 
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Think-Alouds are intended to help readers examine and develop reading behaviors and 


Think-Alouds 
Purpose 
strategies. 
Rationale 


Think-Alouds have been used as a means of studying the cognitive processes that readers 
and writers use as they develop meanings (e.g., Flower and Hayes, 1980; Olshavsky, 
1976-77). As an instructional procedure, however, Think-Alouds have rarely been used. 


Davey (1983) proposes that they might be used as a means of helping poor readers adopt a ` 
meaning orientation to print, monitor their comprehension, and apply self-correction strate- | 


gies. With this in mind, Davey identifies five aspects of a skilled reader’s thinking that stud- 
ies have shown are frequently lacking among poor comprehenders (making predictions, 
visualizing, linking with prior knowledge, monitoring, and self-correction). Furthermore, 
she contends that recent work on self-monitoring and problem solving suggests that teach- 
ers can help students acquire these skills through modeling by the teacher, followed up by 
ample practice by the students. As she stated: 


The modeling process is founded on the belief that if teachers describe their own thoughts 
about a text (so that students can see a mind responding to a specific passage) the students 
will realize how and when to do the same. (1983, 45) 


Such modeling is followed by practice, which includes the use of checklists “to stimulate 
student involvement and verify that readers were using this procedure” (p. 46). 


Intended Audience 


Think-Alouds can be used with school-age students at any level. _ 
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[fec- 1 Description of the Procedures 

and Davey offers only broad guidelines for the use of Think-Alouds. She suggests four basic steps: 

ead- 

cia- 1 1. Teacher modeling H 
rand 1 2. Student partnerships for practice 


3. Independent student practice using checklists ` í di 


i 4. Integrated use with other materials ! 
‘ork: 
f the 1. Teacher Modeling. Initially, Davey suggests that teachers should select passages 
» in- that “contain points of difficulty, contradictions, ambiguities, or unknown words” (p. 45). i 
These materials are read aloud together with the use of Think-Alouds by the teacher (with ; 
students following along silently). As a guide for teachers she offers a number of examples H 
of Think-Alouds: i 
a. Making predictions or showing students how to develop hypotheses. 
"From the title I predict that this section will tell how airplane pilots adjust for winds." 
“Tn this next part I think we'll find out what caused these plane crashes.” 
and 1 “I think this is a description of flight simulators.” 
E b. Describing your visual images. 
i “I have a picture of this man in my mind. He looks like a mild mannered, well-dressed busi- 
ness man.” l 
lers “I can see the horse kicking down the stable door as the flames come closer . . . I can feel the 
s heat of the fire and pressure of the moment.” E] 
sed. 
pta €. Sharing an analogy or showing how prior knowledge applies. Davey refers to this as 
ate- i the “like-a” step. 
ud- | J 
ns. “This is like a time when I was late for school and it began to thunderstorm.” E 
ore, | = : " ; ‘ ; , i 
ch- i d. Verbalizing a confusing point or showing how you monitor developing understandings. i 
4 
| by “This seems to be confusing.” ` 
“I am not sure how this fits in.” 
“This is not what I expected.” 
zhts 
ants e. Demonstrating fix-up strategies. 
“I need to check this out. I'll read ahead for a moment.” | 
late “I need to think about this. Let me rethink what was happening." | i 
“Maybe TIl reread this.” i 
“Perhaps I better change my picture of what is happening.” ! | 
In conjunction with teacher modeling, Davey suggests that teachers might encourage their | 
students to add their own thoughts. 1 
d 
ii 
| 
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2. Student Partnerships for Practice. After several modeling experiences, Davey sug- 
gests that students might work together with partners to practice Think-Alouds. Each stu- 
dent takes a turn reading and thinking aloud with short passages. The partner listens and 
offers his or her thoughts. Davey stresses that carefully.developed materials should be used 
initially prior to moving to school materials of various types of lengths. 


3. Independent Student Practice Using Checklists. After working with partners, 
Davey suggests that students should practice independently with the use of checklists to en- 
sure student involvement and verify the use of procedures. (See the example in Figure 7.4.) 


4. Integrated Use with Other Materials. After initial experiences with modeling and 
Think-Alouds, Davey suggests that teachers need to give ample practice with school mate- 
rials and integrate the use of Think-Alouds with other lessons and content reading. To this 
end, she suggests occasional demonstrations of how to read, and why and when to use cer- 
tain strategies. For example, she suggests that the teacher might illustrate his or her think- 
ing prior to reading a content book: "Before I read this, let me think about what this is like 
and try to get a feel for what this will be about. I'll look over the headings.” 


Cautions and Comments 


The use of think-alouds in conjunction with attempting to help students approach their read- 
ing strategically with a meaning orientation is long overdue, and Davey's proposal is worth- 
while for offering a feasible framework. Her suggestions for guiding students to read more 
strategically are thoughtful and systematic. In particular, her list of five possible strategies 
may not be exhaustive, but it offers a starting point for both teachers and students. Further- 
more, her suggestions for teaching modeling, student partnerships, the use of checklists, and 
help for students in integrating the use of Think-Alouds offer some structure to the approach. 


FIGURE 7.4 Example of a Checklist 


While I was reading, how did 1 do? 
(Put an X in the appropriate column.) 
Not very much À little bit Much of the time All of the time 
Predicting 
Picturing 
"Like-a" 


Identifying 
problems 


Using fix-up 
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sug- Some limitations to the approach should be mentioned. First, apart from Davey's affi- 
stu- davits regarding the effectiveness of their use, little data exist on the long-term benefits of 
and 1 Think-Alouds. Davey, for example, stated that learners with whom she used the strategy, be- 
ised came quite strategic and more positive about reading after three weeks of practicing Think- H 


Aloüds. Left unanswered is the extent to which any student gains are sustained and whether H 
the Think-Alouds work with different students and texts. Second, Davey has assumed that 


lers, 1 . students become more strategically oriented if teachers model and guide the use of Think- 
'en- 1 Alouds. Perhaps a different approach would work as well, if not better. For example, students 
1.4.) : might become more strategic if they discussed what they did and did not do before, during, 
1 and after reading. Perhaps they would gain from being viewed as a co-investigator rather 
and 4 than being expected to aspire to achieve a teacher’s Think-Aloud behaviors. In addition, 
ate- some students may need more concrete or supplemental guidelines to implement strategies i 
this effectively. Saying you will do or are doing something may or may not reflect the efficacy 
cer- with which said strategy is used or the thinking underlying the use of a strategy. : 
ink- & A number of other educators have proposed similar procedures for making thinking ex- ; 
like 3 plicit. Gordon (1985) has developed a Think-Aloud procedure that encourages students to in- | 
{ tegrate what they know with ideas they glean from the text. Duffy and Roehler (1987) have 
| suggested a procedure (responsive elaboration) that reflects a more student-based approach. : 
| Smith and Dauer (1984) have developed procedures for using Think-Alouds in content read- 
ing situations. Paris, Cross, and Lipson (1984) have emphasized group discussions about cog- 
zad- nitive strategies that can improve reading using metaphors such as “Be a reading detective.” | 
rth- Finally, the National Reading Report (2000) has stated that comprehension monitor- 
|ore ing is an effective strategy for improving comprehension. Since Think Alouds model the | 
gies process of comprehension monitoring for students, it would stand to reason that this proce- | 
her- dure, particularly in combination with other comprehension strategies (e.g., question ask- Ji 
and ing and answering), would help them understand text more efficiently. A! 
ach. | 
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for reading instruction: Report of the subgroups. 
(NTH Publication No. 00-4754). Washington, DC: 
National Institute of Child Health and Human De- 
velopment. Chapter 4 discusses the effectiveness 
of comprehension monitoring on improving read- 
ing comprehension. 


Induced Imagery 


Purpose 


Induced Imagery is a procedure for guiding students to generate mental images (about what | 
is read) as a means of enhancing comprehension. 


Rationale 


agery to improve recall of text. 


Based on Gambrell’s own research and that of colleagues, Gambrell, Kapinus, and 
Wilson (1987) developed guidelines for how teachers might enhance the comprehension of 
readers through training in inducing images. Gambrell et al. cite two values for students’ 
imaging or developing mental pictures. As they state: 


(1987, 639) 


Olshavsky, J. 1976-77. Reading as problem-solving: An 1 


Paris, S., D. R. Cross, and M. Y. Lipson. 1984. Informed ] 


Pearson, P. D., and L. Fielding. 1991. Comprehension in- 


Smith, R. J., and V. L. Dauer. 1984. A comprehension-mon- 


In 1984, Tierney and Cunningham concluded from their review of research on reading com- 
prehension that there were "sufficient data for educators to be optimistic that imaging ac- 
tivity is effective" (p. 622). Since their review of the research, additional studies have 
provided still further support for the positive effects that either training in imaging or spon- 
taneous imaging has on comprehension (Gambrell and Bales, 1984; Sadoski, 1983, 1985). 
Most recently, the National Reading Report (2000) has advocated the use of mental im- 


Mental images have two great values: they provide a framework for organizing and remem- 
bering information from text, and when students induce images, they expend more energy 
for integrating information across text. Benefits occur in both comprehension and recall. 


investigation of strategies. Reading Research 
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ing processes. 


strategies for learning: A program to improve chil. 
dren's reading awareness and comprehension. Jour- 
nal of Educational Psychology 76: 1239-1252, 
Reports a study directed at one use of metaphors to | 
facilitate thinking about reading. 
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and P. D. Pearson (Eds.), Handbook of reading re- 3 
search, Vol. H. New York: Longman. Reviews the 
research on reading comprehension including Ex- j 
plicit Teaching, Think-Alouds, Induced Imagery, | 
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Gambrell’s approach to teaching students to develop mental images is based on 
teacher modeling followed by student practice. Her argument is that the progression from 
teacher-directed to student-directed learning is “essential for independence in comprehen- 
sion" (Gambrell et al., 1987, 638). 


Intended Audience 


The strategy is appropriate for use with students of school age. It was especially developed 
for poorer students who may not spontaneously develop mental pictures. 


Description of the Procedures 


Gambrell et al. (1987) offer broad guidelines for helping students develop mental pictures. 
They suggest three basic steps: 


1. Teacher modeling 
2. Guided practice 
3. Independent practice 


1. Teacher Modeling. Teacher modeling is directed at what, why, and how. Gambrell et 
al. (1987) suggest this statement for introducing students to what mental imagery is: "Today 
we will concentrate on making mental images. Mental imagery is a reading strategy that 
helps you comprehend what you're reading.” This is followed by an explanation of why 
mental imagery is useful. "Sometimes when we read we can make pictures in our minds 
about what we're reading. Making mental images—picturing the characters, picturing what 
is happening—can help us understand what we read, and it can also help us remember what 
we read" (pp. 639-640). 

To introduce students to how readers might evoke mental imagery, Gambrell et al. 
suggest that teachers offer demonstrations in response to passages that include descriptive 
detail, and be brief. For example, they suggest that teachers might distribute or place on an 
overhead a passage such as “The Collision.” 


The Collision 

High Street was relatively busy on this dark and cool winter's night. There were a few pedes- 
trians out and a steady stream of cars. Suddenly, every pedestrian's attention turned to the 
road. A Ford slammed on his brakes—its bright lights shining suddenly as the driver of the 
next car (a Chevy) hit its brakes. At first, nobody noticed that the brake lights of the Chevy 
did not shine. Instead they watched as an old BMW went slamming into the back of the 
Chevy which then slid into the Ford. 


The teacher might say, “I have a short passage called “The Collision’ that I'm going to read 
aloud to you. I'll try to make images in my head as I read. I'll describe how I use mental im- 
agery to understand and remember what I read." The teacher would then read the selection 
and model his or her thinking. 


“The selection is entitled ‘The Collision.’ I can imagine a number of collisions; cars, people. 
As I read on about ‘High Street, ‘pedestrians,’ and ‘a steady stream of cars’ on this dark 


\ 292 


UNIT 7 


night, I can picture a busy street with car lights and traffic. As I read on I can picture the Ford 
slamming its brakes followed by the Chevy. I can picture the ‘brake lights’ of the Ford, fo]. 
lowed by the ‘dimness’ of the Chevy. Then I can picture ‘the old BMW’ crashing into the 
rear of the Chevy. My picture now includes the drivers being jerked in their seat belts as glass 
shatters over the pavement.” 


The process of teaching the thinking-aloud, Gambrell et al. suggest, should conclude with 
a comment such as “The images I make in my mind will help me understand what I’ve read 
about the collision.” 


2. Guided Practice. Gambrell et al. (1987) suggest that the teacher initiate guided prac- 
tice with short passages, perhaps some teacher modeling of the first part of the passage(s), 
and discussion among the students of the nature of their images. The discussion of the na- 
ture of their images and the similarities and differences is intended to help students clarify 
and refine their use of imagery. With additional brief passages, the students are given “more 
responsibility for using mental imagery independently” (Gambrell et al., 1987, 640). 


3. Independent Practice. In conjunction with helping students develop independence, 
Gambrell et al. (1987) offer three suggestions: (1) practice with additional texts that lend 
themselves to mental imagery; (2) encourage imagery use in other reading situations (for 
example, they suggest reminding students to use imagery while reading content area texts 
and during leisure reading); and (3) direct/guide students to use additional strategies (e.g., 
predicting, summarizing, self-questioning) to complement imaging or in those situations 
that do not lend themselves as readily to imaging. 


Cautions and Comments 


Inducing students to create mental images as they read represents an important goal. The 
images students create as they read help them tie together the ideas, contribute to the joy of 
reading, and mobilize predictions and understandings. 

The proposal by Gambrell et al. includes several key features that are worthy of note. 
First, they emphasize that students should share and compare their images. It should be 
stressed that there may not be a single correct image, but students should expect to have 
some details that overlap. Second, Gambrell et al. stress helping students develop inde- 
pendence, including the ability to use images flexibly in various situations. They do not as- 
sume that students will transfer the ability to conjure up images without encouragement. 

On the negative side, this proposal suffers from a few limitations. The authors’ ap- 
proach to having students develop images is very teacher-centered. Perhaps students could 
discuss images that they conjure spontaneously rather than be overwhelmed by the 
teacher’s mental pictures. Second, Gambrell et al. seem to assume that students can con- 
jure up images if they hear about others doing so. Perhaps they need to be encouraged to 
do some other things en route to conjuring up images. It may be that predictions, identifi- 
cation with characters, and so on could help those students who do not generate images so 
spontaneously. 
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The Dialogical-Thinking Reading Lesson (DTRL) was designed by Commeyras (1990, 
1991, 1993) to promote critical thinking for elementary students during their reading in- 
struction. The goal of the DTRL is to engage students in reflection and critical thinking in 
order to get them to decide what they believe about a story-specific issue during basal read- 


ing instruction. 


Rationale 


Critical thinking plays a key role in developing a responsible citizenry. Commeyras (1993) 
believes that in order to cope with the information age and its complexity, including a 
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deluge of conflicting, misleading, or erroneous information, students need to be prepared 
from an early age to think critically. The more emphasis that can be placed on thinking and 
reflection in reading instruction, the better prepared will be the next generation of citizens 
to think critically about moral, social, and political issues that may arise. Therefore, Com- 
meyras developed the DTRL as one means to promote careful thinking and "encourage 
students to (a) return to the text to verify or clarify information; (b) consider multiple inter- 
pretations; (c) identify reasons to support interpretations; and (d) evaluate the acceptability 
and relevance of competing or alternative interpretations" (p. 487). 

In developing the DTRL, Commeyras drew insight from work in dialogical thinking, 
the use of discussion in teaching, and social cognition. Citing Paul (1987), Commeyras de- 
fines dialogical thinking as the serious consideration of competing or alternative points of 
view for issues of significance. The DTRL asks students to engage in dialogical thinking in 
trying to identify reasons to support alternative conclusions regarding a central story issue. 
In order to engage in dialogical thinking, Commeyras continues, discussion is required. In 
the DTRL, discussion becomes the means for students to offer more than one point of view, 
react to other points of view, develop their understanding of the alternatives provided, and 
make judgments that are well informed. Finally, since dialogical thinking and discussion in- 
volve collaboration with others, aspects of social cognition come into play with the DTRL 
as students’ efforts to think critically are developed and guided by their interactions with 
their peers and the teacher. 


Intended Audience 


Commeyras (1990) developed the DTRL for use in teaching sixth graders to critically think 
about basal stories. Further modification of the procedure occurred in 1991 in a research 
study with fifth-grade students who were labeled learning disabled. Thus, the DTRL seems 
appropriate for most elementary students regardless of their learning capabilities. 


Description of the Procedures 


There are two basic phases for each DTRL: (1) the reading phase, and (2) the discussion 
phase. 


1. Reading Phase.  Commeyras states that it is particularly important to select basal sto- 
ries that lend themselves to a discussion of an issue that can be approached from more than 
one viewpoint and that students will find interesting or significant. Commeyras (1993) pro- 
vides a listing of story titles and discussion questions appropriate for use with the DTRL. 
To illustrate the use of the DTRL the story entitled “Making Room for Uncle Joe,” by A. B. 
Litchfield, was drawn from this listing. 

"Making Room for Uncle Joe" is about a family with three children who must open 
their home to Joe, a Down syndrome adult. Joe's special school has to close so the family, with 
some misgivings, has to take Joe in until new accommodations can be found. The story de- 
scribes how the family tries to adjust to Joe and vice versa and the trials and tribulations in- 
volved. When a new apartment finally has been located for Joe to live in, everyone is sad that 
he has to leave. The family decides to invite Joe to stay permanently, and he happily accepts. 
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Commeyras recommends that the entire selection be read by the students on their 
own. With less able students who need help reading the story, she suggests a more guided 
approach wherein each page of the story is read and then shared. Follow-up discussions 
during this phase are informal, with the goal being simply to reconstruct the story line. 
Commeyras mentions that regardless of students’ ability levels the reading phase should be 
conducted in such a way as to ensure that all students comprehend the story well enough to 
participate in the discussion phase that follows. 


2. Discussion Phase. This phase of the lesson consumes the most time, as Commeyras 
considers it conceptually the most important part of the DTRL. The components involved 
in the discussion phase are: (a) central question, (b) identifying reasons, (c) evaluating rea- 
sons, and (d) drawing conclusions. It is suggested that the chalkboard be organized accord- 
ing to these basic components before the discussion phase of the DTRL begins. Thus, the 
board might look like the following: 


Central Question 


Support Truth Side A Side B Support 


PTET TT 


a. Central question. The discussion phase begins with the teacher introducing the central 
question and the two hypothesized conclusions. In the case of our example story, Com- 
meyras recommends that the central question be: “What should Uncle Joe do?” The con- 
clusions to be discussed would be: (A) “Uncle Joe should stay with the family,” and 
(B) “Uncle Joe should move to the apartment.” These are written on the board for students 
to see. 

Based on their understanding of the story, students are asked if they have a preference 
for either conclusion. Commeyras contends that multiple purposes are served by asking stu- 
dents to take a position before identifying reasons of support for either conclusion. First, it 
creates initial involvement for students, as they must consider whether or not they actually 
have a position on the issue. Additionally, it allows the teacher to assess the initial positions of 
the students for later comparison to their conclusions at the end of the lesson. It also allows the 
teacher to judge the extent to which individual students might be willing to alter their position 
in the face of new evidence or to hold back their consideration when there is insufficient evi- 
dence. Commeyras views these as two important critical thinking dispositions. 


b. Identifying reasons. In this step of the procedure students are asked to explore in depth 
each hypothesized conclusion by identifying reasons of support for each. Thus, in our ex- 
ample students would be asked to identify reasons to support why Uncle Joe should stay 
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with the family as well as reasons to support why Uncle Joe should move to the apartment, 
The following are some reasons students might identify: 


Side A: Uncle Joe should stay with the family. 


1. The family loves Uncle Joe. 
2. Uncle Joe cannot take care of himself. 
3. It would be best to be around normal people. 


Side B: Uncle Joe should move to the apartment. 


1. Uncle Joe can take care of himself. 
2. It is best that Uncle Joe be with people like himself. 
3. He will always be considered to be different from anyone else because he is special. 


The students' reasons are written on the board regardless of whether they seem 
wrong, do not make sense, or may be contradictory. Since students will be asked at a later 
time to evaluate the truth and relevance of each reason, it is important to accept all reasons 
at this time. Having the teacher make judgments at this point will deny students the oppor- 

| tunity to examine their own thinking as well as stifle discussion. Commeyras also cautions 

that the teacher may need to engage in rephrasings and questions with students who need 

| help in identifying and/or articulating their reasons. Additionally, as the discussion leader, 
the teacher must be judicious and ready to relinquish control over the discussion when it be- 

i comes lively and students demonstrate the ability to keep interacting with one another. In 
the case of our example this could easily happen as students discuss the pros and cons of 
having Down syndrome and one’s ability to function in the real world or the stereotypes 
people hold about mental retardation. 


- c. Evaluating reasons. After reasons are identified for each position and listed on the 
board, the students need to evaluate them in terms of their truth and their relevance. Com- 
meyras advises that a code be used to indicate on the board the students’ decision about 
whether a reason could be true (T), false (F), or depends (D). Since a reason must also be 
relevant as well as true, students should indicate this, using a (Y) to indicate the reason is 

l relevant or (N) if it is not. 

Applying the criteria of truth and relevance to each reason will not always lead to 
clear-cut answers and consensus, but teachers are advised that what matters in doing this is 
that only verifiable information be used as the basis for a decision. Some reasons can be 
verified with the text information while others may be done with prior knowledge or logic. 
Once a reason has been verified as true, then the students need to judge how strong the sup- 
port is for a particular conclusion. In this way students are engaged in critically thinking 
about what is important in making informed decisions about what they believe. 

With our example, each reason might not be considered to be true. For instance, in the 

i case of whether or not Uncle Joe can take care of himself, it depends—with some things he 

might be able to; with others he might not. Further, that Uncle Joe is different due to his re- 

tardation might be true, but it may not necessarily be relevant to concluding that he should 

move to an apartment. i 
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ent, d. Drawing conclusions. Commeyras recommends that to culminate this lesson every 
student be given an opportunity to state what she or he believes about the central question, 
given all the thinking and discussion that preceded it. At the same point, some students may 
still withhold judgment because they have not made up their minds. This is an appropriate 
option for those students not ready to draw a final conclusion. She suggests that a viable al- 
ternative to discussing final conclusions would be to write about them and share them at a 
later time. 
Cautions and Comments 
There is no doubt that the Dialogical-Thinking Reading Lesson is teacher-dominated and 
teacher-controlled. Commeyras acknowledges this but offers alternatives once students un- 
derstand the structure and intent of the lesson. To shift more responsibility to the students 
ial. for their own learning, students could become involved in selecting stories, questions, 
and/or conclusions. As an interim step, teachers might have students work in small groups 
sem to evaluate the reasons for one side of a central question and present these to the whole 
ater class. Once they are able to do this, then they might be given a story and asked to generate 
ions the conclusions that could be drawn from it. On the other hand, it can also be argued that 
90r- even if the agenda has been previously set, the astute teacher will probably accept alterna- 
lons tive conclusions introduced by students as long as they are viable. 
ieed Other suggestions for using the DTRL include using it with younger students by sim- 
der, plifying the task. For instance, Commeyras suggests that with first or second graders the 
;be- teacher might concentrate on just identifying reasons rather than evaluating them, until such 
© In time that the students are able to generate alternative reasons on their own. The DTRL 
sof might also be coupled with other instructional strategies. It would seem that other strategies 
rpes in this unit like ReQuest and the Anticipation Guide would be appropriate lead-ins to the 
discussion phase of this lesson. Likewise, the discussion strategies of Unit 11 are useful 
with the DTRL. From a topical standpoint, it can also be pointed out that stories dealing 
the with a multicultural emphasis would be most appropriate for use with this technique, as the 
om- DTRL allows for an in-depth discussion of varying viewpoints. 
Jout 
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Inquiry Chart 


Purpose 


The purpose of the Inquiry Chart, also known as the I-Chart (Hoffman, 1992), is to provide a | 
systematic procedure for nurturing critical thinking in the classroom. By using a chart of guid- 
ing questions and information gained from multiple sources of information, the I-Chart gives 3 
students the opportunity to study a topic in depth and from potentially differing points of view, 1 


Rationale 


Critical thinking has received considerable attention in recent years, probably due in large 
share to a backlash on teaching the basics. Hoffman states that “the results of tests [are] 
showing that students can do the basics but they are woefully inadequate when asked to 
think" (p. 122). Hoffman believes that critical thinking skills are learned and that, with good 
instruction, these skills can be acquired successfully by all students. 

Feeling that a reading of any single text to students, regardless of its point of view, 
only encourages those students to accept arguments in print without question, Hoffman de- 
veloped the I-Chart as a means for students to examine multiple sources of information for 
points of consistency/inconsistency and, therefore, provide a rich context for nurturing the 
skills of critical thinking. Hoffman credits the development of the I-Chart to previous work 
by Ogle (1986) on K-W-L (see this unit) and McKenzie (1979) on helping students orga- 
nize reports. 

The I-Chart uses a data chart that has students record what they already know about a 
topic, what they want to learn about it, and a summary of what they did learn from their 
readings. The I-Chart allows students to gather this information from multiple text sources 
and organize it on the chart for summarization, comparison, and evaluation. 


Intended Audience 


Although Hoffman specified no grade level for which the I-Chart was to be used, it seems 
that this strategy would be appropriate for older students in the upper elementary grades and 
higher. I-Charts seem to be best used with expository-type material (e.g., history, science) 
where alternative points of view could be explored. 


Description of the Procedures 


Hoffman describes the I-Chart strategy as being organized around three phases: (1) plan- 
ning, (2) interacting, and (3) integrating and evaluating. 


1. Planning Phase. The planning phase consists of those activities that teachers engage 
in before working with the students. Typically these activities involve topic identification, 
question formation, I-Chart construction, and materials collection. 


a. Topic identification. The topic to be used with the I-Chart procedure is identified by 
the teacher and may be based on the curriculum, the textbook, and/or student interests. For 
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purposes of illustration, our I-Chart topic will be mammals. As Hoffman has indicated, the 
topic might be almost anything, such as Christopher Columbus, dinosaurs, the Civil War, 
rocks and fossils, American Presidents, or Adolf Hitler. 


b. Question formation. In this step of the procedure the teacher identifies two to four 
questions of significance that will drive the inquiry process using the I-Chart. Hoffman sug- 
gests that for the initial uses of the I-Chart, teachers might use the class textbook and iden- 
tify the most important ideas that are presented and cast them in the form of questions. To 
continue with our example topic, the following questions might be identified: (1) What de- 
fines a mammal as distinct from other animals? (2) In what ways are mammals alike? (3) In 
what ways are mammals different? (4) How are mammals grouped? 


c. I-Chart construction. The I-Chart is constructed and displayed with the name of the 
topic and the guiding questions recorded in the top row. It should be large enough (e.g., 
newsprint, butcher paper) for everyone to see. The structure of the I-Chart is given in Fig- 
ure 7.5. As the study of the topic progresses, the remaining parts of the I-Chart are filled in. 


d. Materials collection. The final part of the planning phase is the collection of the mate- 
rials dealing with the topic. The sources should include the class textbook as well as other 
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FIGURE7.5 Structure of the I-Chart 
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texts, trade books, encyclopedias, and CD—ROM, among others. When the particular i 
source is used in instruction, Hoffman suggests that the bibliographic information be 4 
recorded in the left column of the I-Chart, under Sources. 


2. Interacting Phase. The interacting phase of the I-Chart procedure involves those ac- | 
tivities in which the teacher and the students work directly, using the students’ prior knowl- 
edge and the source materials to begin filling out the I-Chart. This phase consists of the 
exploration of prior knowledge and beliefs, the sharing of interesting facts and new ques- 
tions, and reading and recording. 


a. Exploration of prior knowledge and beliefs. In the initial part of this phase the teacher 
interacts with the students to probe what prior knowledge they may have related to how the 
students might respond to each of the guiding questions. The information is recorded on the 
I-Chart in the row labeled “What We Know” under the appropriate question. This informa- 
tion is recorded regardless of whether it is accurate or is contradictory. In our example of 
mammals, students might list defining characteristics as “having hair" and "can't fly 
Mammals might be alike because “they all have skeletons.” They might be different be- 
cause “only man has hands and legs.” Finally, mammals might be grouped by “size.” 


b. Sharing of interesting facts and new questions. In the last two columns of the “What 
We Know” row, the teacher should record other information, unrelated to the guiding ques- 
tions, volunteered by the students. Under the “Interesting Facts” column other information 
from students’ prior knowledge should be written. For instance, students might offer that 
“both men and kangaroos are mammals.” Under the “New Questions” column the teacher 
should record any question the students may have that is different from the listed questions. 


c. Reading and recording. The final step of the interacting phase involves the reading of 
the various sources collected previously by the teacher and the recording of students’ re- 
sponses from these sources to the questions listed. The amount of time taken in this step will 
vary from days to weeks depending on many factors including the number of sources and 
guiding questions. With multiple copies of a source, the teacher could have the students do 
either independent or guided reading; with single copies of a source, the teacher might 
choose to read it aloud. Following the reading and discussion of each source, the teacher 
records any information from each that will answer the questions posed on the I-Chart. 
Hoffman points out that the recording should be as accurate as possible, even to the point of 
quoting the material. Any interesting facts and new questions derived from the reading 
should also be added at this time; with subsequent readings the teacher asks the students to 
look back at the new questions listed to see if any answers or important insights are forth- 
coming. It is to be remembered that the eventual size of the I-Chart will be based on the 
number of sources as well as the number of questions; therefore, the structure given in Fig- 
ure 7.5 will vary with the I-Chart topic. 


3. Integrating and Evaluating Phase. This final phase entails the completion of the I- 
Chart and sharing of the findings. The steps consist of summarizing, comparing, research- 
ing, and reporting. : 


rch- 
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a. Summarizing. The students are asked to generate summary statements for each of the 
guiding questions as well as the interesting facts column. They are asked to use all of the in- 
formation recorded on the I-Chart and synthesize it into a cohesive answer to each question. 
This will require students to move beyond the facts stated and to account for converging as 
well as conflicting information in making their summaries. The summaries are recorded in 
the bottom row of the I-Chart. 


b. Comparing. In this step students are asked to compare the information gained from in- 
dividual sources and their summaries with their prior knowledge and beliefs. Students 
should examine new information gained as well as reconcile any misconceptions. In exam- 
ining the prior knowledge recorded from our example of mammals, students would need to 
correct their beliefs regarding the characteristics of mammals, how they are different, and 
how they are grouped. 


c. Researching. As students continue their research process, new questions accumulate 
on the I-Chart. It is here that questions that are still unanswered are identified and become 
the basis for individual or small group research. Students are directed to continue the re- 
search process to find answers to these questions. 


d. Reporting. In this final step of the procedure students report back to the whole class 
their findings concerning the unanswered questions identified in the previous step. 


Cautions and Comments 


Hoffman concedes that his description of the I-Chart procedure is one in which the teacher 
assumes "a fairly directive/controlling role" (p. 125). However, he states that this must be 
the case in introducing the procedure to students. Once students are familiar with how to be 
flexible in using text to support their learning, the goal is to gradually yield responsibility 
for controlling the inquiry process to the students. In fact, he mentions a number of proce- 
dural variations to encourage independent learning by students that teachers might consider 
once the basic steps of the strategy are known. These include letting the students: (1) iden- 
tify the topic; (2) generate the questions to be researched; (3) identify the sources to be in- 
vestigated; and (4) decide the information to be recorded on the I-Chart. 

Other suggestions include the use of cooperative learning strategies (see Unit 11: Dis- 
cussion and Cooperative Learning) in lieu of whole-group procedures. Eventually, the 
I-Chart could become the basis for independent inquiry. Once students have been success- 
ful using the strategy on a whole-group and small-group basis, they might be given a blank 
I-Chart and asked to work through the inquiry process themselves from beginning to end. 
Finally, Hoffman feels that the summary statements at the bottom of the I-Chart can become 
the basic structure for students to expand them into paragraphs and, in turn, for the para- 
graphs to become the basis for complete written reports. Thus, he sees value in the strategy 
as a tool for helping students learn to prepare formal reports. 

One caution to keep in mind when using the I-Chart procedure is that some students 
may experience difficulty in synthesizing information into summaries. This is a complex 
process akin to developing main ideas from supporting details, a process many students will 
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find arduous. Teachers may need to move slowly with this part of the procedure, as it is cen- 
tral to its overall success. 


Finally, teachers may find that the I-Chart can be useful in dealing with multicultural 


issues in the classroom. The in-depth study and its use of multiple sources seem to make 
this strategy ideal for exploring such topics. 
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UNIT OVERVIEW 


Without a doubt there exists a strong relationship between vocabulary knowledge and read- 
ing comprehension (National Reading Panel, 2000). Anderson and Freebody (1985) hy- 
pothesized in conjunction with an extensive review of research that “Word knowledge is a 
requisite for reading comprehension: people who do not know the meanings of words are 
most probably poor readers" (p. 367). Conversely, it is often presumed that if students are 
introduced to relevant vocabulary as they encounter it in text, their ability to construct 
meaning from text will be enhanced (Brett, Rothlein, and Hurley, 1996). 

Though there is no doubt that much experience with natural language will enhance 
vocabulary development (Anderson and Nagy, 1991; Cho and Krashen, 1994; Laflamma, 
1997), our rationale is that teachers who have access to a repertoire of strategies that will in- 
troduce and reinforce relevant vocabulary words are in a better position to help students 
learn and retain words. Thus, seven strategies are described in this unit that teachers can use 
in various aspects of the instructional lesson to promote students’ vocabulary development. 


Possible Sentences. Possible Sentences is designed to help students determine the 
meanings of unknown words by pairing them with known words in sentences they 
think might “possibly” be found in a text. Thus, the strategy enables students to predict 
word meanings and verify their accuracy as they read. 


List-Group-Label. Based upon a strategy originally developed by Taba, List-Group- 
Label asks students to free-associate terms related to a stimulus topic, and then to 
group and label these terms. Thus, the strategy serves as a means to activate students’ 
prior knowledge about related concepts or to review concepts gleaned from reading. 


Contextual Redefinition. Contextual Redefinition is designed to enable students to 
use context to make an informed guess about a word’s meaning. In addition, it at- 
tempts to provide students with a strategy for using context in independent reading 
situations. 


Feature Analysis. Feature Analysis is an attempt to expand and refine students’ vo- 
cabulary and related concepts after they read. In essence, it uses categorization as a 
systematic means to reinforce word meaning. 


303 


304 UNIT 8 


Word Map. 'The Word Map provides a framework for developing students' under- 1 


standing of concepts, including the hierarchical structure of these concepts and their 


attributes. 


Vocabulary Self-Collection Strategy. The Vocabulary Self-Collection Strategy is 
designed to promote growth in either students’ general or content area word knowl- 
edge. It is based on their prior expcriences and encourages independent vocabulary 


development. 


Levin's Keyword Method. The Keyword Method is a mnemonic strategy in which the 
student devises a keyword, which looks or sounds like the original word to be learned, to 
associate new information with a mental image to aid in later recall of the target word, 
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Possible Sentences 
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Possible Sentences (Moore and Moore, 1986) is designed to help students (1) learn new vo- 
cabulary to be encountered in a reading assignment; (2) make predictions about sentences 
to be found in their reading; (3) provide purpose for reading; and (4) arouse their curiosity 
concerning the text to be read. 1 
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Rationale 


Possible Sentences was designed as a means to enable students to determine independently 
the meanings and relationships of unfamiliar words in text reading assignments. Students 
make predictions about the relationships between the unknown words, read to verify the ac- 
curacy of the predicted relationships, and use the text to evaluate and refine their predic- 
tions. Thus, prediction is used to create interest and to focus students’ attention on the 
meanings and concepts to be acquired. 


Intended Audience 


Moore and Moore (1986) specified that Possible Sentences could be used whenever stu- 
dents encounter unfamiliar vocabulary during reading assignments in subject matter class- 
rooms. Therefore, it is implied that Possible Sentences can be used with middie and 
secondary students in content areas. However, the strategy is probably appropriate for all 
levels of students reading and learning from expository text. 


Description of the Procedures 


Possible Sentences is a five-part lesson and consists of the following steps: 


1. List key vocabulary 

2. Elicit sentences 

3. Read and verify sentences 
4. Evaluate sentences 

5. Generate new sentences 


1. List Key Vocabulary. To begin a Possible Sentences lesson, the teacher lists the es- 
sential vocabulary of a text selection on the board and pronounces the words for the stu- 
dents. The teacher has determined beforehand that the words are central to the major 
concepts to be encountered in the text and that they can be adequately defined by their con- 
tent. For instance, from a text on skin disorders, the following terms might be listed: 


Skin Disorders 


moles warts 

acne freckles 
boils athlete's foot 
virus infection 
fungus congenital 


ESE) 


2. Elicit Sentences. Students are then asked to use at least two words from the list and 
make a sentence, one they think might possibly be in the text. The sentences are recorded, 
one at a time, on the board, and the words used from the list should be underlined. It is im- 
portant that the sentences be recorded exactly as given, even if students provide incorrect 
information. This is necessary for the evaluation phase that follows. Students may use 
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words already in previous sentences as long as a new context is created. Continue eliciting : 
sentences until students can produce no more or until a specified length of time has elapsed, 1 
However, encourage students to use every word from the list at least once. 

Below are some possible sentences students might offer with the list of words related 
to skin disorders: 


1. Warts are caused by an infection. 

2. Moles can be a congenital infection. 

3. You shouldn't squeeze boils or acne. 

4. Moles and freckles are harmless. 

5. Either fungus or a virus causes athlete's foot. 


3. Read and Verify Sentences. Students are asked to read the text to check the accuracy 
of the sentences generated. 


4. Evaluate Sentences. With the text available for reference, a discussion ensues as 
each sentence is evaluated. Sentences that are not accurate are either omitted or refined, ac- 
cording to what the text states. The discussion of the sentences calls for careful reading, 
because judgments as to the accuracy of sentences must be defined by students. 

Examining the possible sentences related to skin disorders, sentence 3 is accurate as 
it stands. Sentence 1 will have to be redefined. Warts are not caused by infections; they are 
viral in nature. Sentence 2 also needs refinement. Moles can be congenital, but they are not 
infections. Sentence 4 is technically correct; however, it is more accurate to state that 
“Moles and freckles are harmless unless irritated.” Finally, sentence 5 needs to be modified 
to state that athlete's foot is caused by a fungal infection. 


5. Generate New Sentences. After the original sentences have been evaluated, the 
teacher asks for additional sentences. This step is taken to further extend students’ under- 
standing of the meanings and relationships of the vocabulary terms. As new sentences are 
generated, they are checked against the text for accuracy. All final sentences should be 
recorded in their notebooks by the students. 


Cautions and Comments 


Possible Sentences is a structured language activity that requires students both to recognize 
the contextual setting of words and to produce their own contextual settings. However, there 
are some concerns that teachers need to be aware of before implementing a Possible Sen- 
tences lesson. Care needs to be taken to ensure that vocabulary can be defined by the con- 
text. Authors do not always provide explicit contexts in their writing, and this strategy 
requires that the context be one in which the meaning of a word is at least directly implied. 
In addition, the choice of vocabulary terms needs to be considered to conduct a successful 
lesson. If only unfamiliar words are chosen from a text, students will have difficulty gener- 
ating sentences. Particularly with passages of a highly technical nature, it is essential also 
to list some words that will be familiar to students. Otherwise, students will not be able to 
use their prior knowledge to make connections between what they know and the unfamiliar 
words they are to learn. Finally, if too many technical words are found in a text or if an ab- 
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sence of defining contexts is noted, then it may behoove the teacher to choose a different 

strategy or, even more appropriately, a different text. | 
Possible Sentences provides students an opportunity to use all language processes as i 

they learn new word meanings. Using their prior knowledge, students are asked to make con- 

nections between new and known vocabulary words and evaluate them. Students use speaking 

to express these connections; they use listening to hear other students’ ideas and connections. i 

They read to verify the possible sentences generated, and the refined versions are written in : 

their notebooks. Thus, students become actively involved in their new learning, experience d 

multiple exposures to the new words, and use words drawn directly from their reading mate- ! 


rials, all principles of effective vocabulary instruction (National Reading Panel, 2000). | 
i There is an additional benefit in using Possible Sentences. Teachers are able to assess i 
n what knowledge students bring to the learning task, how they rectify their misconceptions | 
curacy ; about a topic, and whether or not students have actually learned the word meanings and i 
i their related concepts. i| 
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on the notion that categorizing words can help students organize new concepts and experi- ! 
ences in relation to previously learned concepts. In essence, LGL attempts to improve upon 
the way in which students learn and remember new concepts. 


Intended Audience 


List-Group-Label was originally used by Taba with elementary school students. However, 
the strategy seems appropriate for students at all grade levels. 


Description of the Procedures 


List-Group-Label is an easy-to-implement three-part strategy that uses (1) listing, 
(2) grouping/labeling, and (3) follow-up. 


1. Listing. The teacher begins the LGL lesson by selecting a one- or two-word topic to 
serve as a stimulus for listing words. Using a chalkboard, an overhead transparency, or any 
other means appropriate for recording students' responses, the stimulus topic is written at 
the top of the board or paper. Topics should be drawn from the materials that students are 
reading and from which they are learning. For example, if students are about to start a unit 
on volcanoes, volcanoes might be used as the topic to begin an LGL lesson. On the other 
hand, almost any topic of which the students have some prior knowledge might be suitable. 

Students are asked to brainstorm related to the topic, i.e., to think of any word or ex- 
pression related to the topic. Using our volcano example, the teacher might say, "Think of 
any word or words that remind you of the topic ‘volcano. " Responses are recorded, and the 
teacher should accept all word associations given by the students, unless the response can- 
not be justified by the student. 

The list of words should be kept manageable. Depending on the topic itself and the 
grade level of the students, approximately 25 responses should be adequate. When most 
children have had an opportunity to offer a response, the listing portion of the lesson can be 
terminated by stating, I'll take only two more words.” Below is a list of responses students 
might generate using volcano as a stimulus topic: 


Volcano 
lava Mt. St. Helens eruption 
explosion ash rocks 
destruction magma Pompeii 
fire death earthquake 
dust . smoke heat 
Krakatoa cinders molten 


2. Grouping/Labeling. To begin this portion of the lesson, the teacher should read the 
list orally, pointing to each word as it is pronounced. For older students this step may not be 
necessary, but it is cautioned that even older readers, particularly those of lesser ability, may 
benefit from it. The students are then instructed to make smaller lists of words related to (in 
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this case) the topic of volcanoes, using only words from the large list that the class gener- 
ated. These smaller groupings should consist of words that have something in common with 
one another; and each grouping should have at least three words in it. Words from the large 
list may be used in more than one smaller group, as long as the groupings are different. Stu- 
dents are also told they must give their group of words a label or title that indicates the 
shared relationship they possess. 


3. Follow-Up. Using another part of the chalkboard or piece of paper, the teacher solic- 
its and records categories of words and their labels from the students, one grouping at a 
time. After a category is recorded, the student offering the group must state verbally why 
the words have been categorized in the particular way stated. In this way, all students can 
see category possibilities that may not have occurred to them. 

The following are possible groupings that may be generated from the large list of vol- 
cano words: 


1. lava, ash, rocks, dust, smoke = things emitted from a volcano 

2. Mt. St. Helens, Krakatoa, Pompeii = famous volcanoes 

3. explosion, destruction, death, earthquake = results of a volcanic eruption 
4. lava, fire, cinders, molten, magma = hot volcanic parts 


Cautions and Comments 


Perhaps the most beneficial aspects of List-Group-Label are the modeling and sharing that are 
built into the strategy. It is through this sharing that students are exposed to ideas and concepts 
that may be beyond their experiential background and, thus, enable learning to occur. There- 
fore, it is most important that modeling and sharing be emphasized as part of the lesson. 

Modeling may also occur as part of the instruction that the teacher provides. For 
younger or poorer students for whom categorization might prove to be a problem, the 
teacher should “walk” students through the “how” and “why” of LGL. This might include: 
(1) constructing the first category and providing a title for it to show students the process of 
categorization; (2) providing an initial list of words for students to group and label; (3) mak- 
ing the categories yourself and having students label them; and (4) providing the labels and 
having students find words to fit the category. 

Other suggestions for using List-Group-Label include the use of small groups of stu- 
dents to categorize and label rather than just having individual students accomplish this task 
on their own. This increases the interaction and sharing among individuals, as well as 
streamlining the whole group discussion that follows groupings and labeling; i.e., instead 
of individuals reporting their groupings, only a spokesperson for each small group does the 
talking. For younger students or groups of students, LGL may also be personalized by 
recording the individual's or group's name by the category that has been offered. 

It must also be mentioned that LGL is based on the notion that some prior knowledge 
is essential for the lesson to be successful. If a teacher assumes prior knowledge on the part 
of students where little or none exists, LGL stands little chance for success. For instance, 
using volcano as a stimulus topic for students who are too young will probably result in 
very few word associations being given. Similarly, using an unfamiliar topic such as "parts 
of the brain;" even with older students, will usually result in failure, too. 
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Obviously, prior knowledge plays much less of a role in LGL if the strategy is used asi 
a means of reinforcement in the postreading portion of an instructional lesson. In such a case 1 
knowledge gained from the text is going to take precedence over prior knowledge. There. 
fore, LGL can be an excellent strategy for review purposes, even if the topic was originally 
unfamiliar. Indeed, Bean, Inabinette, and Ryan (1983) found that secondary students pro. 
duced significantly higher vocabulary retention scores when LGL was used as a postreading: 
review strategy. 

Other problems that may occur with LGL involve aspects of categorization. It is cau. 
tioned that semantic, meaning-oriented groupings be emphasized rather than those that 
focus on surface commonalities of words chosen for a grouping. For example, the follow- 
ing category is perfectly legitimate, though not what is called for in LGL. 


explosion, destruction, eruption = three syllable words 


If such a category should occur, teachers are cautioned that they must accept the category | 
but point out that meaningful, rather than surface, associations are desired. Another catego- 
rization problem that might occur is the propensity of some students to try to make the 
largest grouping they possibly can. This can be dealt with by simply limiting the number of] 
words that may be used in one group to five or, at the most, to seven words. Finally, some; 
words defy classification. To deal with this, Readence and Searfoss (1986) suggested creat- 
ing a “misfit” list of all those words that do not fit a category. Exploring why certain words 
do not fit a category can also prove instructionally beneficial for students. 

The diagnostic value of LGL should be mentioned. In a prereading situation, teach- ] 
ers can find out what it is that students know and what it is that will require teacher instruc- j 
tion. In a postreading situation, teachers can find out what students have learned and what 
will require reteaching. Finally, as a straight vocabulary development lesson, teachers can 
find a source of words from students’ experiences that might require clarification. Finally, } 
though there is little direct research support for LGL, the report of the National Reading 1 
Panel (2000) indicates that similar vocabulary strategies that provide for active engagement 
and multiple exposures to new words are effective. 
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Contextual Redefinition 


' category 
er catego- 
make the $i Contextual Redefinition (Readence, Bean, and Baldwin, 2004) is designed to help students: 
umber of (1) use context to unlock the meaning of unknown words, and (2) make informed, rather 
illy, some than haphazard, guesses about word meanings using context. 

ited creat- | 
ain words 


Purpose 


Rationale 


on, teach- Contextual Redefinition is a strategy that stresses the importance of context in predicting 
instruc- — | and verifying word meanings. Context enables students to make more informed guesses 


and what $i about the meaning of words in print and to monitor those predictions by checking them for 
chers can i syntactic/semantic appropriateness as reading progresses. Since authors frequently provide 
1. Finally, — | clues to the meanings of words in sentences, it is essential that students be able to use those 


| Reading clues as an aid in deriving meaning from print. Contextual Redefinition provides a format 
gagement 4 , for deriving the meaning of unknown words that capitalizes on the use of context and en- 
deavors to give students a strategy that can be used in their own independent reading. 


Intended Audience 


Contextual Redefinition is appropriate for students of all grade levels who may encounter 


in their reading a few difficult words that may be defined in the context in which they occur. 
ry develop- 
n particular. 
ing instruc- Description of the Procedures 
v-level col- — | ` 
truction 34: Contextual Redefinition may be implemented using a five-step procedure: (1) select unfa- 


g the effec- | miliar words, (2) write a sentence, (3) present the words in isolation, (4) present the words 
w-level col- in context, and (5) use a dictionary for verification. 

ren to read: aye 3 à 
cientific re- $ 1. Select Unfamiliar Words. Words to be used with this strategy are not randomly cho- 
mplications 4 sen; rather, they are identified in conjunction with the reading assignment at hand. Teachers 
subgroups. should examine the text to be read to select those words (a) whose meaning may be neces- 
ngton, DC: sary to understand the important ideas of the text and (b) whose meaning or use may present 
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trouble to students as they read. For the sake of demonstrating this strategy, the following i 
words will be used: hippophagy, carapace, and arachibutyrophobia. 4 


2. Write a Sentence. Atleast a sentence context needs to be provided so that students have | 

appropriate clues to each word’s meaning. If the text already has such a context, use it; other- | 

wise, one will have to be created. If a context is created, it is recommended that various types 

of clues (e.g., synonyms, comparison/contrast, definition) should be used. In this way students 4 

are able to experience the variety of ways authors may provide help in conveying meaning. 
With our example the following sentences might be used: 


a. The drought had been so long and severe that the cattle had died. Only the horses had | 
survived. Yet, the natives were so hungry that they had to resort to hippophagy to 
avoid starvation. 

b. Without its carapace, a turtle is subject to certain death from its enemies or the elements, | 

c. Because Waldo was born with a cleft palate, he would never eat peanut butter. Though 
he was told by the doctors that he was totally healed, Waldo had developed arachibu- 
tyrophobia. Because of that, peanut butter was out of the question. 


3. Present the Words in Isolation. Using an overhead transparency or a chalkboard, ask 
students to provide definitions for each word. It is suggested that the teacher pronounce each 
word as it is introduced so students at least know how the word sounds. When offering their 
individual guesses, students must provide a rationale for them. As a group, students should 
try to come to some consensus as to what they believe the best meaning is. Obviously, some 
predictions may be “off-the-wall” or even humorous. However, this is part of the process of 
learning; focusing on associations with recognizable parts of the word when it is in isolation 
robs the reader of the clues provided by a surrounding context. In other words, guesses of- 
fered when a word is presented in isolation are usually haphazard and uninformed. 

With our example words, it is easy to see that some students could say that hippo- 
phagy has something to do with hippos, that carapace has something to do with a pace car | 
at a race, and that arachibutyrophobia has something to do with a fear of spiders. 


4. Present the Words in Context. At this point in the lesson, students are presented each 4 
word in its appropriate context, using the sentence or sentences from the text or those devel- 
oped by the teacher. Again, students are asked to offer guesses about the meaning of each word 
and provide a rationale for each definition. In doing this, less able students are able to experi- | 
ence the thinking processes involved in using context to derive a meaning. In other words, stu- 
dents are able to act as models of appropriate reading behavior for one another. As before, 
students should try to come to some consensus as to the best meaning of the word offered. 

In this part of the strategy, students should learn that context provides much informa- | 
tion about the meaning of words and allows for quite informed predictions. In addition, stu- 
dents should learn that simply guessing at a word in isolation to get its meaning is not very 
accurate and can be frustrating. 


5. Use a Dictionary for Verification. In this step, a student or students are asked to con- 1 
sult a dictionary to verify the guesses offered. The dictionary definition is shared with the 4 
rest of the class, and a discussion ensues concerning the quality of the predictions given 


i 
} 
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lowing ME when the words are presented (a) in isolation and (b) in context. It is now that teachers | 
j should point out or, even better, have students discover the differences involved in guessing 
! during these two steps of contextual redefinition. 
itshave | i 
;other- | Cautions and Comments f 
is types 1 if 
tudents Contextual Redefinition provides teachers with a format to help students learn the use of 
ining. context in ascertaining the meanings of unfamiliar words. It is easy to implement, requires 
little extra teacher preparation to use, and does have the potential for transfer to students’ 
other reading situations. Furthermore, the strategy allows students to become actively in- 
seshad 4 volved in the discovery of new word meanings rather than just passive receivers of teacher- 
tagy to | provided meanings. 
1 ]t must be remembered, however, that Contextual Redefinition is a strategy to introduce 
ements. 1 new vocabulary words, not a strategy to teach and reinforce vocabulary words. Therefore, 
Chough teachers must provide the necessary extension activities for students in order to ensure that the | 
achibu- words are retained. In addition, another concern about this strategy is one that Gipe (1978-79) i 
1 stated in her research on teaching word meanings. Teachers should try to ensure that the words i 
| used in explaining a new word are familiar; one cannot expect a student to learn a new word | 
ud, ask | when it is first introduced in a sentence that has other unknown entities in it. 
ce each ; A final mention must be made of the importance of modeling behavior. Built into the 
ag their 1 strategy is the reading behavior of fluent readers; fluent readers use all available clues l 
should ; (graphophonic, syntactic, semantic) to derive the meaning of an unknown word. Contextual | 
y, some j Redefinition tries to demonstrate to students that this is the proper way to cope with un- ] j 
cess of 1 known words in text reading assignments. Modeling behavior is also used when students 
olation 1 explain their thought processes to others in the class. It must not be assumed that all stu- i 
sses of- i dents will deal equally well with the various contexts that can be encountered. As students ‘| 
share their thoughts and ideas with one another, this presents an opportunity for others to 1 
hippo- ‘| pick up on and understand what happens in deriving meaning from print. Finally, it should 
ace car be stressed that very little research on the use of Contextual Redefinition exists to date, 
however, the National Reading Panel (2000) has endorsed vocabulary strategies that capi- 
; talize on contextual and definitional methodology. : 
2d each i j 
> devel- E 
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velopment. Chapter 4 describes the effective prin- 
ciples of vocabulary development. 


students can be talked through the discovery of its 
meaning. 
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Feature Analysis 
Purpose 


Feature Analysis (also called semantic feature analysis by Johnson and Pearson, 1984) jg | 
designed to help students to: 


1. Improve their vocabulary and categorization skills; 
2. Understand the similarities and differences in related words; and 
3. Expand and retain content area vocabulary and concepts. 


Rationale 


Feature Analysis is a categorization strategy derived from the theoretical construct of cog- 
nitive structure as the way in which individuals organize knowledge. Briefly, as human be- 
ings process information, categories are established in the cognitive structure based largely 
on cultural and experiential patterns. Rules (Feature Analysis) are formulated to allocate 
objects (words or concepts) into these categories. In this way, category interrelationships 
are established in the cognitive structure so that individuals can search their category sys- 
tems (knowledge) efficiently to make sense of their experiences. Of practical relevance, 
Feature Analysis is intended to provide a systematic procedure for exploring and reinforc- 
ing vocabulary concepts through the use of categorization. 


Intended Audience 


Johnson and Pearson (1984) described Feature Analysis as a strategy that could be used 
with elementary students to develop their vocabulary. However, it can also be used to refine 
and reinforce vocabulary and related concepts in a postreading situation in content area 
classrooms. 


Description of the Procedures 


Feature Analysis may be implemented using the following six steps: 


Select category 

List words in category 

List features 

Indicate feature possession 
Add words/features 
Complete and explore matrix 


AM aeNe 


1. Select Category. The key to Feature Analysis is to start slowly and to begin with 
something familiar to students. A category topic (e.g., pets) is selected by the teacher. Once 
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students are familiar with the strategy, the kinds and the abstractness of the category topics 
(e.g., freedom, climate) may increase. For illustration purposes, we use a rather simplistic 
example with the category of pets. 


2. List Words in Category. Once the category topic has been introduced, the teacher 
provides words that name concepts or objects related to the category. As students become 
accustomed to the strategy, they should provide these words. In the case of our example of 
pets, the following words might be introduced initially: (a) dog, (b) fish, (c) hamster, 
(d) frog, and (e) duck. 


3. List Features. The teacher must now decide what features (traits, characteristics) are 
to be explored in the category pets. As before, students should provide these features once 
they become familiar with the strategy. Since some category topics would have many fea- 
tures that could be explored, as is the case with our example, start with only a few features 
and build on them later in the lesson. For our example, features to be examined are whether 
the pet (a) lives on land, (b) lives in the water, (c) has wings, (d) has fins, (e) has legs, and 
(f) has fur. 

After the first three steps of the strategy have been completed, we should have a fea- 
ture matrix that looks like the following: 


Category: Pets 


land water wings fins fur 


legs 


dog 


fish 
hamster 
frog 


duck 


4. Indicate Feature Possession. Students are guided through the feature matrix for the 
purpose of deciding whether a particular pet possesses each of the features. When begin- 
ning Feature Analysis, it is recommended that a simple plus/minus (+/—) system be used to 
indicate feature possession. À more sophisticated system, such as a form of the Likert scale 
(1 = never; 2 = some; 3 = always), may be substituted once students are familiar with the 
strategy, and a system that explores the relative degree of feature possession is desired. Fea- 
ture possession should be based on typical patterns, i.e., though some dogs may not have 
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fur, this is not typical of them. The feature matrix for pets should look as follows using a 4/3 
system: 


Category: Pets 
land water wings fins legs fur 
dog + - - - * * 
fish - * - + - - 
hamster * - - - + 
frog + + = = = 
duck + - + - - 


5. Add Words/Features. At this point in the strategy, it is time to expand the matrix. The 
teacher, or preferably the students, should generate new words to be added, followed by 1 
new features to be analyzed. Depending on the familiarity of the category or time limita- 
tions, the teacher may wish to set a limit on the number of words or features that can be 
added. This will typically be done automatically as categories become more abstract and 1 
begin to rely less on the prior knowledge that students may possess. 1 
In our example, words such as (a) turtle, (b) rabbit, and (c) snake might be added. 
Features to be added might include (a) has feathers, (b) swims, and (c) flies. Adding words 
and features to the matrix is an attempt to further expand students’ vocabulary and to de- 
velop concepts through categorization. The next and final step completes the strategy. 


6. Complete and Explore Matrix. Students proceed now to complete the feature matrix 1 
by using the identical feature possession system as before with the added words and fea- 
tures. Our final example matrix might look like this: 


Category: Pets 
land water wings fins legs fur feathers swims flies 
dog + - - - + + - - 
fish - + - * - - - + 
hamster + - - - + + - - 
frog + + - - * - - + 
duck + - + - * - * + 
turtle + + = = + = a + 
rabbit + - - - + + - - 
snake t - - - -= - - t 
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The final part of this step is the exploration of the feature matrix. Students are asked to 
examine how words in the matrix relate, yet how they are still unique. For instance, it can be 
noted that even though the dog, the hamster, and the rabbit are different pets, they still have 
many similar traits. At the same time, they are also different from all the other pets listed and 
compared. In addition, it can be seen that only certain pets have wings or typically swim. 

Exploring the feature matrix is best accomplished when the students, rather than the 
teacher, note these similarities and differences. Further expansion of the matrix may con- 
tinue at this point, if the students so desire or the teacher assigns it. 


Cautions and Comments 


On the positive side, Feature Analysis has been shown to be effective with selected students 
(Bos and Anders, 1990; Johnson, Toms-Bronowski, and Pittelman, 1983), is relatively easy 
to implement, and can be fun. On the negative side, it does present some concerns of which 
teachers need to be aware. Categorization, as espoused in this strategy, is more sophisti- 
cated than shown. Some students may find Feature Analysis to be difficult at first. If such is 
the case, Readence and Searfoss (1980) suggest that simple categorization exercises and 
strategies such as List-Group-Label (this unit) be used as a means to introduce the concept 
of categorization and to act as a way into Feature Analysis. A second concern revolves 
around the plus/minus feature possession system. The strategy looks at typical patterns re- 
lated to feature possessions, yet there are many exceptions to what is typical. Looking at our 
example, it can be argued that there are flying fish and that ducks live, at least part of the 
time, in the water. It is recommended that if Feature Analysis is to be used frequently in the 
classroom, then teaching students to use a more sophisticated analysis system is warranted. 
This may lessen the amount of haggling that students do in the analysis process. Finally, as 
with any strategy, the more actively involved the students become in category selection and 
in the selection of words and features to be explored, the better the strategy will work. 

Categorizing Feature Analysis as strictly a vocabulary development technique for el- 
ementary students presents a very narrow view of this strategy. It has great potential in other 
aspects of vocabulary development, as well as in becoming an integral part of both elemen- 
tary and secondary reading and content area lessons. Baldwin, Ford, and Readence (1981) 
have shown how Feature Analysis can be used as an alternative approach to teaching stu- 
dents word connotations. Perhaps the best use, however, of this strategy is when it is used 
as a means to reinforce the vocabulary and related concepts of text in a content area reading 
lesson (Readence and Searfoss, 1980; Stieglitz and Stieglitz, 1981). For example, if stu- 
dents were involved in a health unit on drugs, Feature Analysis would be an excellent means 
to reinforce and review the likenesses and differences of the various drugs. After all, not all 
drugs are habit forming, create physical dependence, or are hallucinogens! Feature Analy- 
sis provides an effective means for examining these characteristics. 
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Purpose 
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The Word Map (Schwartz and Raphael, 1985), also known as the Frayer model (Frayer, 
Frederick, and Klausmeier, 1969), is designed to (1) develop students' conceptual knowl- 
edge about a topic, and (2) show hierarchical relationships of associated concepts. 


Rationale 


The Word Map is a systematic teaching technique that attempts to develop students’ to-be- 
learned concepts based upon existing conceptual background. As a result, word concepts 
are taught by the notion of associating the new to the known. 

Thelen (1982) has stated that showing students how concepts are hierarchically related 
is an important step in helping them learn new concepts, but it might not go far enough. It 
may be that certain concepts to be learned might need more in-depth processing and that they 
are better understood when students can generalize the concepts to new situations. Thus, it 
may be that with certain concepts, just providing a graphic organizer (see Unit 12) may be 
insufficient for students to fully grasp a concept. Thelen suggested that the Word Map would 
clarify the task of word learning and was a useful alternative for attaining concepts. 

The Word Map also attempts to clarify concepts by showing how they are hierarchi- 
cally related. However, it suggests that if examples and nonexamples of new concepts, as 
well as their relevant and irrelevant attributes, are also provided, the students’ learning will 
be even better. Therefore, the strategy examines supraordinate, coordinate, and subordinate 
aspects of concepts and also stresses those characteristics common to examples of that con- 
cept. This clarifying task has been found to be effective in word learning (National Reading 
Panel, 2000). : 
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Intended Audience 


Because of the sophistication involved in the hierarchical arrangement of the Word Map, 
the strategy is appropriate only for middle and secondary students. Even then, less able 
middle school students might have difficulty coping with the strategy. 


Description of the Procedures 


Thelen (1982) recommended that the Word Map be implemented using the following seven 
steps: 


Develop the target concept 

Define the concept 

Present the concept 

Finish constructing the hierarchy 
Guide students to relevant attributes 
Guide students to irrelevant attributes 
Complete teaching the concept 


NAME NE 


1. Develop the Target Concept. A hierarchy should be constructed that incorporates the 
supraordinate, coordinate, and subordinate aspects of the target concept. A supraordinate 
aspect of a concept is a term that refers to a common, more general concept of which the 
target concept is a member. Therefore, if our target concept is reptiles, the supraordinate 
concept might be vertebrate. An even more general term would be animal. 

A coordinate aspect of the target concept is a term that denotes other members of 
the same general, or supraordinate, concept. For instance, a coordinate concept for rep- 
tiles is amphibians. Finally, a subordinate aspect of the target concept is a term that pos- 
sesses specific features of the target concept and is of a lower classification. In the case 
of reptiles, subordinate terms might be alligators, snakes, and lizards. Thus, the follow- 
ing hierarchy (Searfoss and Readence, 1994) might be constructed for the target concept 
reptiles. 


Animal 


we N Supraordinate 


Nonvertebrate Vertebrate 


ng N 


Warm-blooded Cold-blooded 
Mammals Aves Amphibians Reptiles Coordinate 
Alligators Snakes Lizards a Subordinate 
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2. Define the Concept. Before presenting the concept, be sure to delineate the rele: 
vant attributes for later discussion. Relevant attributes may be defined as characteristicg 
that describe the target concept. Relevant attributes of reptiles, then, might be (a) a verte; 
brate, (b) breathes air, (c) has scales or bony plates, (d) lays eggs, (e) lacks hair, and (f) id 
cold-blooded. The examination of relevant attributes of a concept leads students to seei 
not only what an example of it is but also what is not an example of the concept. For in 
stance, a human would not be an example of a reptile, since human beings do not havej 
scales or bony plates, do not lay eggs, are hairy, and are warm-blooded. This provides stu.] 
dents the opportunity to see the likenesses and differences involved in attempting to de 
fine a concept. | 


3. Present the Concept. At this time students are provided the target concept to bef 
learned and are asked to contribute examples of it. This can be done either individually or; 
in small groups. The examples can be listed on the board as they are offered. Students may 
challenge one another’s examples as to whether it is an appropriate example. Thus, gilag 
monsters, chameleons, snakes, alligators, lizards, and iguanas can be categorized as ap-] 
propriate examples of reptiles. On the other hand, if toads or eagles were offered, they 


could be challenged as nonexamples and should be properly classified as amphibians and ¥ 
aves, respectively. : 


4. Finish Constructing the Hierarchy. Provide students the concept hierarchy that 
was originally constructed in Step 1. It is essential that the teacher explain why the terms 1 
are arranged as they are. The teacher should use questioning techniques to involve the stu- 4 
dents as much as possible in offering terms that might fit in the resulting diagram to pro- | 
mote fuller understanding. | 


5. Guide Students to Relevant Attributes. Once all possible examples are given, 
have students decide what characteristics they have in common (from Step 2). Any 


misconceptions may be cleared up with regard to what the target concept—in this case, į 
reptiles—is. 


6. Guide Students to Irrelevant Attributes. Now have students find differences among 

the examples offered that do not change the example into a nonexample. In other words, 3 
what differences may exist among reptiles that are inconsequential and do not change the 4 
example's inclusion as a reptile? Again, this will lead to fuller understanding of the concept. 3 
With regard to reptiles, irrelevant attributes might include whether they walk or slither, what 
they eat, or the size of their eggs. 


7. Complete Teaching the Concept. To complete the Word Map, provide students with 3 
other examples and nonexamples they may not have thought of. These could be concepts j 
they may encounter in their reading; doing so will provide additional reinforcement. When 3 
this is completed, students will have offered or been supplied the hierarchy from Step 1 and 
a list of examples, nonexamples, relevant attributes, and irrelevant attributes. With our rep:3 
tile example, this list might look like this: 


Meaning Vocabulary 


the rele. d 
teristics 1. Examples . Nonexamples 
| a Verte. gila monsters toads 
ind (f) is 1 1 chameleons eagles 

snakes human beings 
„Forin 4 alligators birds 

lizards frogs 
not have : iguanas aardvarks 
ides stu- . Relevant Attributes . Irrelevant Attributes 
igtode. ZEN vertebrate walk or slither 
1 cold-blooded what they eat 
lays eggs size of eggs 
lacks hair color 
breathes air number of eggs 
scales or bony plates where they live 


ts to see | 


pt to be 
lually or 
nts may 
lus, gila 
dasap- m 
ed, they EE Cautions and Comments 


ians and ; The Word Map provides students with a number of different ways to think about the mean- 

ing of word concepts. It allows students to discover how new concepts are related to known 

| concepts and to see what a concept represents as well as what it does not represent. As a 

chy that consequence, it should help students generalize the newly learned concept to other learning 

le terms situations. In past research, the Word Map has been used as a basis for developing texts. In 

the stu- studies by Peters (1979) and by Moes, Foertsch, Stewart, Dunning, Rogers, Seda-Santana, 

| to pro- Benjamin, and Pearson (1983), such texts were found to be more understandable than texts 
lacking such a framework. 

Key to the success of the Word Map is student involvement and discovery learning. 
given, It is essential that students be involved as much as possible in the creation of the concept 
2). Any hierarchy and in the provision of examples, nonexamples, relevant attributes, and irrele- 
vant attributes. It is a fact that a teacher-created hierarchy and teacher-provided examples 
and attributes will not be as effective a learning environment as one in which students ac- 
tively participate. 

1 A final problem with the Word Map may be the terminology used in conducting the 
SO HORE 1 lesson. The terms supraordinate, coordinate, and subordinate may be too complex for some 
"words, 1 students, particularly those who are less able. Teachers may do well to use another set of 
inge the terminology, such as more general, equal, and more specific to ensure that the strategy will 


'oncept. be effective. 
er, what 


tis case, 
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Vocabulary Self-Collection Strategy 


Purpose 


The Vocabulary Self-Collection Strategy (Haggard, 1986a, 1986b) is designed to help stu- 
dents: (1) generate vocabulary words to be explored and learned, and (2) use their own in- 
terest and prior knowledge to enhance vocabulary growth. 


Rationale 


The Vocabulary Self-Collection Strategy (VSS) is a versatile vocabulary development pro-: 
cedure that can be used to stimulate growth in word knowledge. Haggard based her claims4 
for the utility of VSS on the following premises: “ 
influence on vocabulary acquisition and development, (2) Written text is a major source] 
for new words and terms, (3) Adults develop systematic, personalized strategies for word! 
learning, (4) Words which label or define experience are learned more quickly and easily 
than those which do not, and (5) The art of collecting words increases sensitivity to new} 
words and enjoyment in word learning” (1986b, 640). In other words, students are asked] 
to use their own interests and prior experiences as the basis for learning words that they! 
will encounter in their reading assignments. 


Intended Audience 


The Vocabulary Self-Collection Strategy may be used with students at all grade levels 
rzading assignments or in lieu of regular vocabulary, 


either as an adjunct to class 
instruction. 


Adolescent and Adult Literacy 45: 44-49. Applic 
tion of the word map strategy to middle school, 
Schwartz, R. M. 1988. Learning to learn vocabulary į i 
content area textbooks. Journal of Reading 324 
108-118. Use of the Word Map strategy in the cond 
tent areas. 
Schwartz, R. M., and T. E. Raphael. 1985. Concept of deg 
finition: A key to improving students’ vocabu]: 
The Reading Teacher 39: 198—205. Describes the 
use of the Word Map strategy. 
Searfoss, L. W., and J. E. Readence. 1994. Helping chit! 
dren learn to read. 3rd ed. Boston: Allyn andl 
Bacon. Provides a discussion and examples of the 
Word Map. 7 
Thelen, J. 1982. Preparing students for content reading as; 
signments. Journal of Reading 25: 544—549, pe. 
lineates the steps involved in implementing thel 
Word Map. 


ay 


(1) Internal motivation exerts a strong] 
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49. Applica. Description of the Procedures 
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The Vocabulary Self-Collection Strategy consists of the following four steps: 


lelping chil. 1 1. Selecting the Words. Students are asked to go through their assigned reading to iden- 
Porn iri i tify one word they think should be studied further. For instance, in a content lesson students 
should select words that seem important to understanding the content. Sometimes the class 
treading as- may break up into two- or three-member teams and discuss the words and their meanings 
14-549. De- before the class as a whole considers them. 
menting the If VSS is being used as a spelling lesson, students are asked to “collect” a word that 
1 has meaning to their daily lives. These words that students believe the whole class should 
learn are brought in and presented to the class. No matter what the design of the VSS les- 
son, the teacher should also select a word. This can become the means by which the teacher 
ensures that a particularly important word becomes part of the lesson. 


2. Defining the Words. Students or teams of students are asked to nominate one word or 
term they believe should be learned. The teacher does likewise. As the words are recorded 
on the chalkboard or an overhead, each of them is defined from its original context and rea- 
sons for nominating the words are offered. The teacher leads a discussion for clarification 
and expansion of each word's meaning, adding whatever information the students and 
teacher have from prior knowledge or gained from the reading selection necessary to come 
up with the appropriate definition. If necessary or desirable, the dictionary may be checked 
to verify definitions. 


> help stu- 
ir own in- 


3. Finalizing the Word Lists. Once the discussion is completed, the list of words must 
ment pro- i be narrowed down by eliminating duplications, words already known, and words that the 
her claims students do not wish to learn. The words that comprise the final list are redefined so stu- 
sastrog Æi dents can record the words and their definitions in their vocabulary journals. Students may 
jor source | decide to record words that were discarded in their personal vocabulary lists. 

s for word 

and easily $i 4. Extending Word Knowledge. Follow-up activities are used to enable students to re- 

ity to new fine and expand the meanings of the words on the final list. As part of a lesson for general 

are asked | vocabulary development, words can be tested as is normally done if they pertain to the les- 

sthat they $f son selected. Other activities may need to be redesigned if existing activities do not deal 
with all the words. With a content selection, the words should be incorporated into the ma- 
terials for the unit being studied and can be tested as to how they apply to the text. 


Cautions and Comments 
de levels, 


ocabulary The Vocabulary Self-Collection Strategy seems easy to implement because the burden of 


work falls on students. It does seem to provide students with an anchor for new learning as 


324 UNIT 8 


it capitalizes on their experience and word knowledge. In addition, they become actively in. 1 
volved in the lesson through the selection and discussion of words to be learned. 

Justas VSS seems versatile in dealing with vocabulary development of various kinds, 
it can be adapted to be used as a prereading strategy with content material. Though de. 1 
scribed here as a postreading strategy, VSS can be used with text materials before students 
actually read them. Students are asked to preview the text before they read it for the purpose 
of identifying one or two words they feel are important to understanding the text. The words 1 
would be defined and recorded as before, except that students would have the opportunity } 
to learn something about the word before they actually read the assignment. 

While VSS sounds intuitively appealing as a vocabulary development technique, some | 
concerns about the strategy must be mentioned. First, the strength of the strategy— student 
self-selection of words—may also be perceived as limiting. The words students may choose 
as important in a reading assignment may exclude important words. Some teachers would 
view this as creating a problem if the goal is to have students understand certain text con- 
cepts. Second, though not limited to this particular strategy, the necessity of follow-up activ- 
ities is crucial. Relying on students to develop useful understandings of key concepts should 
not be left to only a discussion of the words and their recording in a journal. Finally, though 
little research exists to date on this strategy, it does incorporate many of the principles of ef- 
fective vocabulary instruction (National Reading Panel, 2000). 
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Levin’s Keyword Method 


Purpose 


velopment. Chapter 4 describes the effective prin- 
ciples of vocabulary development. 
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dle at-risk students become avid word learners 
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fectiveness of VSS. 


The Keyword Method (Levin, 1983) is a mnemonic strategy that helps students to learn new 
information by associating it with interactive visual images for later recall. 
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Rationale 


Levin (1983) states that learning new information using the Keyword Method is based 
on a process of recoding, relating, and retrieving. First, students must recode, or trans- 
form, the unknown word to be learned into a more meaningful keyword that looks or 
sounds like the original. An example might be the word potable, which means suitable 
for drinking. Potable is recoded to the familiar word, pot, which is then related to the 
original word by the use of an actual picture or a mental image of a pot of cool spring 
water sitting in front of you after you have crossed a hot desert. With recoding and relat- 
ing established, students are now able to use the keyword to retrieve the correct meaning 
when they encounter the new word. In other words, on seeing the word potable, students 
are reminded of the keyword pot. This, in turn, leads them to think of the picture or an 
appropriate visual image that then leads them to the correct response of "suitable for 
drinking." 

The effectiveness of Levin's Keyword Method is also based upon adherence to three 
assumptions about picture strategies for learning. First, pictures or images can facilitate 
learning because they provide a means by which to learn difficult material. Second, the 
more directly related the pictures or images are to the content to be learned, the more ef- 
fective the learning will be. 

Finally, even given the previous two assumptions, research suggests that the pictures 
will not be helpful if they are not familiar enough to provide an organizational framework 
for understanding and retrieving the new information. Levin's Keyword Method meets this 
assumption and the two aforementioned assumptions by enabling students to recode the 
new material to be learned into a concrete keyword and relate it within a visual image so 
that it can be easily retrieved. 


Intended Audience 


Levin's Keyword Method was originally used to improve college students' ability to learn 
a foreign language (Atkinson, 1975). Since then, the use of this strategy has expanded to 
help students, elementary through college, to learn vocabulary and content facts. 


Description of the Procedures 


Konopak and Williams (1988) described how to use Levin's Keyword Method in the class- 
room employing the following steps: (1) teacher preparation, (2) modeling, (3) guided prac- 
tice, (4) independent practice, and (5) transfer. 

The strategy will be considered using an example adapted from Konopak and 
Williams (1988, 685-687). It involves a fifth grade science unit on minerals in which stu- 
dents are asked to recall the names and primary use of various minerals. 


I. Teacher Preparation. Using the text passage, the teacher must decide what particu- 
lar minerals are to be learned and where each of them is used. Next, a keyword must be as- 
signed to each mineral. Then, the visual image of the keyword interacting with its primary 
use is developed. It is recommended that an actual illustration be used to demonstrate this 
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image; however, an elaborate statement may be used if it can easily create a mental image } 
or the students. The following are example items: 


Mineral Keyword Primary Use Image 
thodonite road home aroad going through a living room 
fluorite flower industry a vase of flowers sitting ona 


workbench in a factory 


corundum car home a car driving through a living room 


2. Modeling. Tell students that they will be using a study strategy to help them remem- 1 
ber the names of minerals they need to learn and their use. To demonstrate Levin's Keyword | 
Method, use the example of amber. Provide a short description of it and tell them it is used. | 
primarily in the home. Explain to them that a keyword, which either looks or sounds like 
amber, will help them learn the information they need to know. Since hamburger sounds 
like the target word, it becomes the keyword for that mineral. Next, students are shown a 
picture of a hamburger sitting on a chair in a living room. They are informed that by think- 
ing of the picture they will remember that amber (hamburger) is a mineral used primarily in 4 
the home (living room). Other demonstrative examples should follow until students under- 
stand the concepts of the strategy. 


3. Guided Practice. Distribute to the students a short passage about the first target min- 
eral, rhodonite, which is used in the home, and an illustration showing a road going through 
a living room. The target word, rhodonite, and the keyword, road, should be used as cap- 
tions for the illustration. The students are directed to read the passage and examine the ac- 
companying picture for the purpose of recalling the mineral and its use. The picture should 
be discussed as to how it helps them recall the information. 


4. Independent Practice. Break students into small groups of three or four members 
and have them read the rest of the text information about minerals. Provide them with key- 
words and have them develop their own mnemonic images, given the examples you previ- 
ously prepared. These should be shared with the whole class. 


5. Transfer. To initiate the successful transfer of this strategy from teacher-provided 
keywords and illustrations to student-oriented mnemonics, provide additional text informa- 
tion about minerals without supplying a keyword. Students will then need to read the mate- 
rial and develop their own mnemonics to aid in the recall of the material. They will need to : 
be reminded of the study technique and how effective they may have found it. Students will À 
also need encouragement and feedback as they develop their own visual images. Again, 4 
these should be shared with the whole class for purposes of feedback. i 1 

To further promote transfer, watch for other opportunities for students to use the strat- | 
egy in their other subject matter areas. They may need to be prompted by the teacher or 
other students until it is fully learned. 


mage 
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Cautions and Comments 


Levin's Keyword Method provides students with the means to recall new content material by 
employing a workable study strategy that includes familiar, concrete images to facilitate their 
learning. Unlike most of the strategies described in this unit, Levin's Keyword Method is well 
documented as a means to help students remember new vocabulary (for reviews, see National 
Reading Panel, 2000; Pressley, Levin, and Delaney, 1982; Pressley, Levin, and McDaniel, 
1987). The strategy has proved to be an effective learning technique for both good and poor 
readers at all levels on a variety of learning tasks. 

Nonetheless, there are a number of disadvantages to the strategy. First, it can be very 
time-consuming for the teacher to generate keywords and their accompanying images. Sec- 
ond, the visual images initially used are teacher-provided, not student-provided, resulting in 
potentially less personal involvement by students in their own learning. Third, the extent to 
which students can transfer the keyword technique to other areas of study is relatively un- 


known at this time. 
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Responding to Reading as 
Writers and Genre Study 


UNIT OVERVIEW 


Over the past two decades, an upsurge of interest has occurred in teaching writing, which 
has included a swing toward providing students with many more opportunities to write, in- | 
cluding writing in response to what they read and even interacting with each other about 
their own writing. As a result of these and other changes in practices, students are not only 1 
being encouraged to generate ideas but they are also being given feedback on the quality of 
their thinking. Reading and writing working together has been found to enhance students' 
ability to think critically, and their engagement as members of a community with voices. In | 
addition, writing is seen as a way of engaging students in a consideration of conventions of 
print, elements of style, and genre features. 1 

The present unit extends the coverage of strategies and practices that use writing asa | 
means of response, meaning-making, and skill development (see Units 2 and 10). It in- 
cludes five strategies to help students respond to reading as writers. Each of the strategies 
has emerged in recent years as a way of having students use writing in conjunction with 
reading and of responding to the writing. 


Author's Chair/Peer Conferencing. The Author's Chair involves having students pre- 
sent to peers their own writing and the writing of other classroom authors or profes- 
; sional authors. In conjunction with peer questioning of what writers did or were trying 
i to do, Author’s Chair establishes rich linkages between reading and writing and be- 
tween authors and readers. 


Dialogue Journals. Dialogue Journals provide a more private forum for students to 
write to their teacher about what they are reading and writing and about experiences 
they are having. They provide the teacher the opportunity not only to learn what stu- 
dents are thinking and doing but also to share thoughts and suggestions with them. 


Style Study. Style Study involves using texts written by professional writers as a ' 
basis for comparison with or as stimuli for student writing. It is viewed as a way of | 
enhancing critical reading and alerting students to stylistic options. 


Story Impressions. Story Impressions is a prereading writing activity that involves J 
students’ using key concepts from a story to develop their own story or impression of 3 
how these concepts might fit together. 
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Expository Reading-Writing Think-Sheets. As students explore topics with their 
texts, Expository Reading-Writing Think-Sheets offer a framework for developing, 
refining, and revising reports. 


Author's Chair/Peer Conferencing 


Purpose 


The goal of Author's Chair/Peer Conferencing is to develop readers and writers who have a 
sense of authorship and readership that helps them in either composing process. This in- 
cludes developing in students an appreciation of the following: what they read has been 
written by someone who has certain purposes in mind and control over what they have writ- 
ten; when they write they have a variety of options; and what they write can be interpreted 
in different ways by different readers. 


Rationale 


The present description of Author's Chair is taken from the work of several educators 
(Blackburn, 1982; Boutwell, 1983; Calkins, 1983; Graves, 1983; Graves and Hansen, 1983; 
Hansen, 2001; Harwayne, 2001) and represents a composite of their ideas. To a large extent, 
the notion of Author's Chair was shaped in selected classrooms in which teachers had 
begun exploring the relationships between reading and writing. Most notable among these 
teachers were Ellen Blackburn and Marilyn Boutwell, whose classrooms are described in 
several of the articles cited in this section. The term Author's Chair was first applied by 
Graves and Hansen (1983) to activities that took place in these classrooms. 

Essentially, the concept of Author's Chair grew from attempts to give writers the op- 
portunity to hear feedback from their peers about their writing. Sometimes this feedback 
would be used to provide suggestions to a writer who was in the process of writing a story or 
report and who wanted help; or it would be a sounding board for ideas before proceeding fur- 
ther. Sometimes the feedback would be used to respond to a finished piece of writing or to 
several works written by a classmate. In time, these Peer Conferences also were used to en- 
able students to discuss professional authors, ranging from C. S. Lewis to Judy Blume. 

Researchers interested in reading-writing relationships support such experiences 
after examining the outcomes (Graves and Hansen, 1983; Tierney, Leys, and Rogers, 1985). 
They note that children who are involved in Peer Conferences acquire several abilities and 
sensitivities that seem desirable and are relatively unique. These include: (1) an apprecia- 
tion that reading and writing involve ongoing constructive activities in which both readers 
and writers have many options, (2) a richer sense of what the relationship between readers 
and writers might be, (3) an appreciation of peer input and of the extent to which collabo- 
rations might contribute to enhancing both reading and writing skills, and (4) a better sense 
both of the quality of their own interpretations or written selections and of the strategies that 
can be used when problems are encountered during reading and writing. 


Intended Audience 


Although most of the descriptions of Author's Chair/Peer Conferencing emanate from the 
elementary school, the approaches can be used at any age level and in almost any learning 
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Situation—from a second grade reading class to writing an official business memo for 43 
corporation. 


Description of the Procedures 


The use of peer conferences requires a change in the typical approach used by most teach. 1 
ers. In most reading lessons, teachers guide students through a reading selection with a va- | 
riety of questions to ensure that they are engaged and come.to understand the selection, 1 
Upon completing the selection, the teacher is likely to assign more questions or some ac- | 
tivities, or develop some comprehension, word recognition, or study skill. Likewise in ] 
many classrooms, the teacher assigns students to write on a topic, and as the writing pro- 
gresses, the teacher may help the students. Upon completing the writing assignment, the 1 
student submits the assignment to the teacher for evaluation. These scenarios representan ` 
approach to reading and writing that is in sharp contrast to the use of Peer Conferences or 
Author's Chair. 

The major difference is in the role of the teacher. In Peer Conferencing, the students 
act as advisers and evaluators along with the teacher. The teacher might orchestrate or fa- 
cilitate Peer Conferences, but students are given control of many of the questions and 
other ideas that get introduced. At the heart of Author's Chair or Peer Conferencing is 
collaboration. 

As classes begin to use Peer Conferences and collaboration, various permutations can 
emerge. For example, in a single class the range of possibilities might include coauthoring, 
coreading, class discussions of a peer's problem or work in progress, and small group or a 
paired sharing of work, ideas, or interests. To illustrate the use of Author's Chair or Peer 
Conferences, three variations of the group conference will be described. They include: 


1. Reading and writing in progress conference 
2. End of book conference 
3. Peer author conferences 


Reading and Writing in Progress Conference. At any stage during the reading or writ- 
ing of a story or a report, it may be appropriate to confer. For example, as readers and writ- 
ers begin to read or write a story or report, they may want to seek some input on what they 
are about to read or write. A writer might be unsure as to how he might begin a story, so he 
might meet with peers to acquire their feedback. Another child might be about to begin 
reading a book and he would like advice from peers who have read this same or similar 
books. Sometimes if groups of students are to read the same book or write on the same 
topic, they might share their plans or simply brainstorm together. 

As readers and writers progress through a story or report, they may encounter a prob- 
lem or want to share what they have done so far and what they plan to do next. Again, Peer 
Conferences might be organized in which students define the help they need (their reason for 
asking for a conference), present what they have accomplished so far, and explore reasons 
for being stuck, or consider what they plan to do next. The student who desired the confer- 
ence is responsible for entertaining the questions and ideas of his/her peers. This might in- 
volve calling for questions from classmates as well as from the teacher. Below is a segment 
from a conference in which a student is wrestling with a problem in a report he is writing. 
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FRED: I wanted to call a conference because I’m having trouble finding information 
on robotics for my report. I have all these books and I started reading them. It 
seems that there is just too much information. I don’t know what to do. 


HELEN: Why did you decide upon robotics? 


FRED: I’mreal interested in robots and how people might use them in everyday life. 
Also I thought it would be interesting. 


SAM: Maybe you could just do one idea of using robots. Sometimes when I do re- 
ports I get too much information, so I try to decide what I really want to say. Then 
Ll usually just take part of a big idea and use only a few books. 


HELEN: You could write about just a few kinds of robots or just a few kinds of 
things they can do. 


FRED: Umhmm. Yeah, that would help. Mr. Flores? 
MR.FLORES: So what do you plan to do? 


As you can imagine, similar conferences—with or without the teacher—might be 
held with a variety of different goals in mind. The key is providing peers an opportunity to 
get an issue on the floor, acquire input, and then discuss how they might use the advice. 


End of Book Conference. These conferences provide students the opportunity to 
Share their reading and writing experiences and products. When students finish the sto- 
ries they have been reading or the reports they have been writing, they can set up a con- 
ference for purposes of sharing their accomplishment with their peers. This might involve 
providing their peers a synopsis of what they have written or read. It might involve read- 
ing the entire story or report or interesting sections of a book aloud. Also, it might include 
discussing what it was like to read or write this story. After sharing, the writer or reader 
opens the floor to peer reactions, comments, and questions. As Graves and Hansen (1983) 
suggest, sometimes a reader or writer might need to develop confidence, in which case 
peers are encouraged to give supportive comments more than interrogative questions. 
Hansen (1983) has illustrated two such conferences in some examples of writing confer- 
ences that took place in Ellen Blackburn's first grade classroom. As Hansen (1983) de- 
scribed them: 


When Scott sits on a little chair . . . and reads his published book to the whole class clustered 
on the floor in front of him, with their eyes glued upon him, he's scared. Scott is a fragile au- 
thor. But he knows that when he has finished reading, they will clap. Then lots of hands will 
go up. However, Scott need not fear because no one plans to ask a question. His friends want 
to make comments. Regardless of whom Scott calls upon, the child will accept his writing. 
“My favorite part was when you rode in the ambulance.” Or, “The part I liked best was when 
you looked in the doctor's glasses and under your skin it looked liked fish eggs." His friend 
didn't ask him to read that part again, but it is also Scott's favorite part and he intends to 
share it again. ... 

When Jamie shared her book about her nana, a classmate asked, ^Why does your 
Nana have a lump on her back?" Some questions are more pointed. Daniel read his book 
about his babysitter's cat who got stuck in the dryer, and a friend asked, ^Why didn't you tell 
how the cat got in the dryer?" (pp. 972-973) ` 
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Again, such conferences can be used in conjunction with stories and reports that are read by 
students, as well as written by them. Sometimes such conferences might involve presenting 
reactions to published authors similar to the following: 


LISA: Iloved this Judy Blume book. She tells a story about a girl who was over- 
weight. I particularly like the way she let you know the girl's feelings. Let me read 
you a section. Blume is an excellent author; the only section which I thought she 
could have improved was her description of the eating by the girl. Also sometimes 
she left out some important facts. Anyhow I would recommend the book, in fact, I 
am planning to write a book similar to it. 


FLOR: Who do you think would like this book? 


LISA: Anybody who enjoys Blume or stories about people who are real and have 
everyday problems. I think you would like it. 


PETER: How come you didn't like so much of the book and still recommend it? 
LISA: No book is perfect. 
ELIZABETH: In what ways will your book be similar? etc. 


Tn contrast to reporting on professional authors, conferences about peer work might also be 
conducted. These are described next. 


Peer Author Conferences. Unlike the conferences in which students report on profes- 
sional authors or their own efforts, Peer Author Conferences refer to conferences that are 
given by classmates on peer writing. In this situation, the author is present and might be 
questioned occasionally, but somebody else—a peer reader—reports on the book and fields 
most of the questions and comments. The author has an opportunity to hear somebody else 
represent the book, including what they enjoyed, found confusing, and might use. In addi- 
tion, the author along with peers has an opportunity to ask questions of the readers about 
their recommendations and evaluation of the book. The person who reads the book has a 
unique opportunity to share a book of an author whom they know and with whom they may 
have conferred about the book. 


Cautions and Comments 


As was mentioned earlier, researchers have suggested that the collaborative experiences af- 
forded by the Author’s Chair or Peer Conferencing result in improvements in a student’s 
sense of readership and authorship, as well as an ability to evaluate and problem-solve. In 
fact, Leal (1993) mentions three positive outcomes of literary peer discussion groups. They 
are: (1) “a catalyst for learning,” (2) “a platform for peer collaboration and peer tutoring,” 
and (3) “an opportunity for exploratory talk with a real audience.” She also found that the 
use of the genre “informational storybook” (books that combine factual information in a 
fictional narrative framework) was associated with longer discussions by the children, more 
predictions about the text, and more connections outside the text, such as prior knowledge. 

In conjunction with using Author’s Chair and other group activities, Brent and An- 
derson (1993) suggest that teachers help children to develop good listening skills. Specifi- 
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cally, they suggest not only that teachers themselves model good listening skills, but also 
that they provide instruction in the form of mini-lessons: 


Children can be taught to predict what they might hear, follow directions, appreciate lan- 
guage, identify main ideas and supporting details, draw justifiable inferences, differentiate 
fact from fiction, and analyze critically. Strategies such as watching the speaker, focusing to 
block distractions, visualizing, formulating questions, making mental associations, predict- 
ing while listening, summarizing, and taking notes are all useful to children as they work to 
improve their listening abilities. In addition, children should be taught how to select strate- 
gies to match the listening situation. (p. 124) 


Apart from the benefits of Author's Chair-type discussions, the opportunity to confer 


one's own peers. Furthermore, if conferencing opportunities extend to works in progress, 
teachers can move away from just assigning and assessing reading and writing to develop- 
ing strategies for use as reading and writing actually occurs. By providing a forum for mak- 
ing public any difficulties and strategies, as Hansen (2001), Graves and Hansen (1983), and 
Tierney, Leys, and Rogers (1985) have argued, readers and writers are likely to become 
both better self-monitors and more flexible strategy users. 

Finally, providing children with an opportunity to respond to each other's work chal- 
lenges narrow gender roles, which children may take on in their writing, as McAuliffe's 
work indicates. Sheila McAuliffe (1993) found that children were very likely to use 
strongly gendered language and story subjects, such that boys and girls had a hard time un- 
derstanding each other's stories when sharing them in an Author's Chair-type forum. She 
found that stories written later in the school year were more likely to feature both male and 
female story characteristics, stories to which both boys and girls made positive responses. 
She concludes: 


This yearlong study of a whole language classroom pointed out the importance of intent in 
the process of communication. When understanding broke down, it seemed the students’ in- 
tent or desire to share meanings caused them to continue to try to understand and be under- 
stood. . . . By creating this kind of writers’ workshop, a teacher can set up social structures 
that encourage learners to try to understand one another. When writers ask their audience for 
response, they want the responders' views of their written messages. These views, including 
those of the other gender, are then available to use for clarifying original drafts. 


Author's Chair may also help children to respond in less ethnocentric ways, provided 
that children who are outside the dominant culture of the class feel supported in and re- 
spected for their readings of and responses to their peers' work. 

Three obstacles appear likely to stand in the way of successful conferencing in many 
classrooms. First, most teachers place themselves on center stage; a conferencing approach 
requires them to establish quite a different social setting for reading and writing. Second, a 
teacher may find that children do not automatically take to the approach. Their comments may 
seem off-base, too general, or too tentative. Some students need encouragement, support, and 
repeated opportunities before the conferences seem worthwhile. In a recent study, Hittleman 
had a great deal of success establishing more effective Peer Conferences, using a combination 
of peer and teacher modeling (Hittleman, 1983). Third, many of the conferences that were 
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described are based on two tenets: (1) students should have the opportunity to write for 
longer than 30 minutes twice a week (they should be given enough time to write extended 
stories and reports of their own choosing); and (2) writing experiences contribute to reading. 
Unless these two tenets are observed in a classroom, some of the conferences described 


could not take place. 
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because some nonfluent, nontalking, and apparent nonthinking students have blossomed so 4 
dramatically through journal writing. (p. 45) 


Other testimonies attest to further advantages: (1) the opportunity that journal writing pro. 
vides for more open responses to classroom assignments; (2) the vehicle that it provides for 
teacher feedback, counseling, and response; and (3) the chance that it gives for dealing with 
each student individually. 1 

The notion of Dialogue Journals is a partial refinement of journal writing. The major 4 
characteristic that distinguishes Dialogue Journals from other forms is the importance 
given to communications between the student and the teacher. Dialogue Journals are more 
like a daily letter or memo to the teacher. While the teacher might not respond to every 1 
entry, the intent of Dialogue Journals is to have students write to the teacher and to have the | 
teacher write a genuine response to the student. Often the Dialogue Journal is quite open- 
ended and the student includes letters on all sorts of matters, from diets to schoolwork to 
sporting events. Sometimes students have journals that are intended to record reactions and 
concerns to specific experiences, such as reading and writing. If the latter is the case, the 
teacher might ask the students to include, either occasionally or on a regular basis, specific 
types of information in their journals. In all of these situations, the child writes and the 
teacher responds. The advantage is that the teacher and student can share, on a one-to-one 
basis, matters for which most classroom situations do not allow sufficient time in the course 
of the day. 


Intended Audience 


Dialogue Journals can be used with students at any age level. 


Description of the Procedures 


To illustrate the procedures for Dialogue Journals, the following examples (Figures 9.1 and 


` 92) are taken from a third-grade classroom in which the teacher provided time every day 


for students to write entries in two journals: a reading journal and a writing journal. The 
original entries have been rewritten, and the names of the student and teacher changed to 
ensure their privacy. Otherwise they are reproduced exactly. 

The four journal entries represent some of the different types of comments that stu- 
dents might be prompted to make in their journals. They include examples of comments by 
the students about what they have been reading and writing and their experiences in doing 
so. They include reflections about peer relationships, and responses to and inquiries di- 
rected at the teacher. 

The teacher's entry represents a rich assortment of reflections in response to what the 
student has shared and an attempt to extend the child's thinking. One of the comments of- 
fered by the teacher discusses how the student's experiences were similar to her own (I also 
picture in my head as I read); at the same time the teacher's comments reflect an attempt to 
extend these ideas (it is a sign of good writing) and offer some advice (tell the author). It is 
interesting to note the teacher's written comments following one student's lengthy discus- 
Sion of a classmate with whom there is some enmity. The teacher does not evaluate the stu- 
dent's comments as either right or wrong. The student's feelings are accepted as legitimate, 
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Responding to Journals. In many ways suggestions for responding to journals should bel 
rather obvious, yet there are guidelines to keep in mind when responding. Apart from recom.! 
mending that journal responses by a teacher be sincere, thoughtful, and regular, the following4 
represents a compilation of commonsense suggestions based upon Kirby and Liner (1981), “4 


1. Protect the privacy of the journal. Don't ever read aloud journal entries or share jour. 1 
nal entries without the permission of the author. 


2. Be an active reader and sincere respondent. Write general remarks, share your ideas, 
make specific suggestions, and react rather than correct. 


3. Be honest with students. In those situations where students tell you more than what 1 
you want to know or include language you would not care to read, tell them to cut it out, 


4. Look for something good. Don't give up on students; rather, encourage them and 
avoid sarcasm. 


5. Make journal writing special and interesting. Don't let it become a chore; respond ea- 
gerly and with interest. Take a break from journal writing if necessary. 


6. Be aware that you cannot be expected to respond every day to each student's jour- 
nal entry. Don’t make promises to the students about the frequency with which you might 1 
respond. 1 


Staton (1987) also provides some guidelines for the content of teachers' responses: 


m acknowledge the students’ topics and encourage them to elaborate on their interests; | 
m affirm and support each student: the private dialogue is a great place for compliments 1 
about appearance, behavior; 
m add new, relevant information about topics, so that your response is interesting to read; 
= don't write (much) more than the students do; q 
= avoid glib comments like “good idea” or “very interesting.” These cut off rather than | 
promote dialogue. 4 
m ask very few questions. The goal is to get students to ask you questions, and make 1 
your writing so interesting that they will want to know more (p. 62). [italics original] 4 


Hallberg (1987) points out some possible ethical problems in teachers' responses to 
students’ journals. Although he is discussing journals in the college classroom, his concerns 
may be equally important for younger students. Further, while he discusses intensive jour- 1 
nal writing, the issues he raises may be of concern in Dialogue Journals as well: 


There are some ethical problems involved in using such intensely personal and emotional 4 
materials in a college classroom. There may be some psychological hazards as well. Does 4 
the assignment of “Intensive Journal” work invade a student's right to privacy? And does the § 
emotional intensity of the work involve classroom instructors in activities best left in the 
hands of trained psychotherapists? (p. 296) 


Finally, Lewis (1993) describes a moment in her own teaching in which she failed to rec- 1 
ognize the legitimacy of a child's interpretation of a story; her own economic class val- 4 
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ues prevented her from seeing that the child had found a way of understanding a text that 
was based on his experience and the text itself but which was different from the “stan- 
dard” reading of the text. Although this moment occurred during a “think-aloud” interac- 
tion between teacher and student, the point may be well taken for Dialogue Journals. The 
advantage of the Dialogue Journal is that it provides individualized contact between 
teacher and student. The disadvantage may be the same—if the teacher cannot engage 
with the multiple possibilities for reading that result from ethnic and economic diversity 
in the classroom. 


Cautions and Comments 


The description of journal writing that has been offered is quite condensed. The present 
discussion is restricted to Dialogue Journals that were used by elementary students for 
purposes of responding to reading and writing. Journals can easily be used in other 
ways—with projects, such as a group investigation of a problem or topic, with field trips, 
or with any special activity. For example, Gordon and Macinnis (1993) report on the use 
of Dialogue Journals in mathematics; the journals helped teachers to understand chil- 
dren's mathematical misconceptions and to address their instruction accordingly. Beach 
and Anson (1993) describe a variation of the Dialogue Journal in which peers respond to 
each other and Funkhouser (1991), as well as Finnegan (1997), reports on having parents 
respond in a Dialogue Journal to their children's writing. Taylor (1991) used a variation 
of the Dialogue Journal, “literature letters,” to have children respond to each other about 
their own writing—as a form of peer feedback. There are no age restrictions on the use of 
journals; some educators have even successfully used them with preschoolers. For exam- 
ple, Elliott, Nowasad, and Samuels (1981) have reported involving parents in helping 
their preschoolers with the transcription. There are also numerous examples of its use 
with indigenous populations as well as with students from a range of backgrounds and 
special abilities (e.g., Cathro, 1987; Kirk, 1989; Mlynarczyk, 1998; Mudgett-DeCaro and 
Hurwitz, 1997). 

Finally, Bruce (1991) points out that one function of computers is as a form of com- 
munication. With networks between classroom computers, across schools, and via elec- 
tronic mail across the world, the Dialogue Journal can begin to provide students with a 
chance to enter written book discussions with other readers from all over. 

What is the value of journal writing? There have been very few traditional research 
studies in which the worth of any type of journal writing has been explored. In terms of ev- 
idence of their worth, most of the support comes in statements from educators who have 
been involved in the experience. Staton (1980), for example, has commented on the value 
that was derived from using Dialogue Journals by a teacher, Leslee Reed: 


... the openness of the journal as a forum for personal problems as well as for academic 
ones captures the natural function of language as intentional communication about what 
matters most to the person. An attitude of trust and interest in everything the writer says 
characterizes Leslee Reed's attitude toward her students and what they write in their jour- 
nals. “I learn something new everyday about each one of them. They are fascinating and ex- 
citing to get to know.” It is no wonder that their willingness to express their own ideas, 
feelings and experiences in written language improves and creates in them a confidence 
about writing in general that too few people their age or any agé enjoy.” (p. 518) 


| 
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Or, as Nancy Atwell (1984) commented when describing how Dialogue Journals and Other 


factors worked together in her classrooms, "It's a dining room table with seventy chairs § 


around it" (p. 251). 
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Rationale 


Caplan developed Style Study in conjunction with her teaching experiences in high schoo] 1 
literature classrooms. All of the activities involved in Style Study revolve around using stu. | 
dent writing as a springboard for developing an appreciation of rhetorical options. Students | 
write paragraphs and essays on selected themes, share these texts with each other, and com- ] 


pare their renditions with those developed by professional authors. One of the goals is to 


have the students consider what makes different paragraphs effective. As Caplan (1987) | 


states, “Students learn new composing strategies from each other as they notice how differ- 


ent writers tackle the same idea with varying approaches” (pp. 10-11). Caplan suggests that 4 
such comparisons are not intended to establish that the novelist’s version is better than the 4 
students’ or that the students should be writing like the novelist, but to help the students no- 


tice alternatives while preparing them for an author’s style. It is Caplan’s claim that when 
students parallel and later evaluate distinguishing styles of major authors, not only may 
they come to appreciate the talent and craft of the writer—develop “a feel” for a writer that 
enables them to appreciate how style contributes to the story—but they may also learn new 
rhetorical devices for delivering ideas. It should be noted that Caplan’s activities extend be- 
yond writing that is so directly tied to reading; many of her activities center upon having 
students pull together their own ideas in response to a story. 


Intended Audience 


Although Caplan’s activities were developed for use with high school students in literature 
classrooms, they can be adapted for use with students at the elementary level. 


Description of the Procedures 


Style Study activities tend to fall into the following categories: (1) “showing” and “telling” 
writing activities; (2) parallel writing; and (3) extended writing activities using reading se- 
lections as resources. 


1. Showing and Telling Writing Exercises. Showing writing involves having students 
elaborate on a general statement using specifics, The goal of showing writing is to challenge 
a writer to convince a reader of an idea without directly “telling” the idea. To this end, Caplan 
suggests steering students away from topic sentences toward developing an idea in much the 
same way that one pursues the game of charades: that is, dramatizing an idea without giving 
the whole thing away. In order to demonstrate what a showing paragraph is, she begins by pre- 
senting students with the following two paragraphs and discussing their differences. 


A Telling Paragraph 

Each morning I ride the bus to school. I wait along with the other people who ride my bus. 
Sometimes the bus is late and we get angry. Some guys start fights and stuff just to have 
something to do. I’m always glad when the bus finally comes. 


A Showing Paragraph 
A bus arrived. It discharged its passengers, closed its doors with a hiss and disappeared over 
the crest of a hill. Not one of the people waiting at the bus stop had attempted to board. One 
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woman wore a sweater that was too small, a long skirt, white sweater socks, and house slip- 

pers. One man was in his undershirt. Another man wore shoes with the toes cut out, a soiled 
à schoo] blue serge jacket and brown pants. There was something wrong with these people. They 
sing stu- made faces. A mouth smiled at nothing and unsmiled, smiled and unsmiled. A head shook in 
Students 1 vehement denial. Most of them carried brown paper bags rolled tight against their stomachs. 
ndcom. | g (E. L. Doctorow, The Book of Daniel, New York: Random House, Signet Edition, 1971, 15) 
als is to | 
t (1987) ! Then she presents them a thesis statement for which they are expected to develop a para- 
v differ- t graph. Examples of these statements are presented in Figure 9.3. 
eststhat S What is crucial is that once these writings are developed, they are shared and cri- 
thanthe ] tiqued. Caplan emphasizes that it is. important to have students go beyond saying, "It was 


ents no- really good!” to “What was good about it? How did he show . . . ?" 

atwhen EAM These exercises are often tied directly to reading selections. After the first chapter of 
aly may | Call of the Wild, for example, students might be assigned the sentence “Buck is an intelli- 
iter that | gent dog” or, after reading the first two chapters of Hemingway’s The Sun Also Rises, stu- 


am new i dents might be assigned the sentence “Jake disapproves of Robert Cohn.” The students’ task 
tend be- is to prove the claims using evidence from the chapters. Sometimes the writing activity may 
(having | precede the reading of a selection. For example, prior to reading a segment from The Great 


FIGURE 9.3 Thesis Statements 


terature The room was vacant. Advertisements can be misleading. 
€ She has a fantastic personality. The F grade should be abolished. 

The party was great. Camping is a rewarding experience. 
Iwas very embarrassed. My parents are great people. 

! My room is a mess. Reality set in. 

telling"  &F The concert was disappointing. She changed. 

ding se- S My mother bugs me. The weather was perfect. 

; The math test was a killer. A student's life is hard. 

The food at the party was incredible. The streets were crowded. 

students — a Those girls are snobs. The puppy was a terror. 

The jocks think they're cool. He is artistic. 

He looked guilty. She is creative. 

He eats like a pig. The afternoon was a romantic one. 

The weather made me nostalgic. The principal was effective. 


1allenge 
Caplan 
iuch the 


t giving The relationship changed. The game was a close one. 
i by pre- The drive in the car was uncomfortable. The book was intriguing. 
School is boring. Haste makes waste. 
Teenagers should not have curfews. They lived happily ever after. 
My friend was steaming mad. The climb was exhausting. 
my bus. E This school has great school spirit. The roller coaster was the scariest ride at the fair. 


to have 1 The pizza tasted good. The crossword puzzle was tricky. 
The loss was devastating. The new student was lonely. 
The living room was a warm, inviting place. The fire drill went miserably. 
She acted older than her age. The substitute teacher was strange. 
red over : People make or break a party. The speaker got everyone's attention. 


ird. One q GIXYZEERI  EXIZZZIEx IYUUEXDOFERZIRERLIGGGRZICUCXXnIOs 


Gatsby, students might develop paragraphs from the statement "The living room was 19.1 
mantic.” As students share and compare their paragraphs, they consider features of style 
and various rhetorical options. Then, as they move on to reading the Fitzgerald excerpt from 
The Great Gatsby, they have the opportunity to discuss this work in the same spirit as they 
discussed each other’s. At the same time that they can look back to appreciate their style, 
they become attuned to the subtleties of Fitzgerald. : 
A final variation of these writing exercises involves the reverse—moving from show. | 
ing paragraphs to telling sentences. For example, students might be given the task of gen- | 
erating a statement that provides meaning to or explains the significance of all the collected 1 
facts for a paragraph from Mark Twain. 1 


The house was a double log one, with a spacious floor (roofed in) connecting it with the 1 
kitchen. In the summer the table was set in the middle of that shady and breezy floor, and the 
sumptuous meals—well, it makes me cry to think of them. Fried chicken, roast pig; wild and 
tame turkeys, ducks and geese; venison just killed; squirrels, rabbits, pheasants, partridges, 
prairie chickens; biscuits, hot batter cakes, hot buckwheat cakes, hot “wheat bread,” hot 
rolls, hot com pone; fresh corn boiled on the ear, succotash, butter-beans, string-beans, 1 
tomatoes, peas, Irish potatoes, sweet potatoes, buttermilk, sweet milk, "clabber"; watermel- 
ons, muskmelons, cantaloupes—all fresh from the garden; apple pie, peach pie, pumpkin 
pie, apple dumplings, peach cobbler—I can't remember the rest. The way that the things 1 
were cooked was perhaps the main splendor— particularly a certain few of the dishes. Forin- 1 
stance the corn bread, the hot biscuits and wheat bread and the fried chicken. 1 
(Samuel Langhorne Clemens, The Autobiography of Mark Twain, à 
ed. by Charles Neider, 1959. New York: Harper and Row Publishers, Inc., 4) 


2. Parallel Writing. Caplan also advocates having students try to parallel the writer’s | 
style. As she states, “If possible, I want them to match his structures part-of-speech for part- 
of-speech, supplying their own fictional scenes for narration.” She suggests beginning with 
a simple sentence, “The men paraded by the stand,” which might become “The leaves flut- 
tered by the monument,” then graduating to inventing parallel versions of several para- 
graphs. After they have practiced paralleling a number of author’s passages, she then 
suggests going one step further and experimenting with versions of simple stories (e.g., 
Cinderella) in the style of Hemingway, Fitzgerald, or others. 

For example, Caplan’s students took simple stories and mimicked Fitzgerald and 
Salinger. 


Peter Peter Pumpkin-Eater 
by Jennifer 
Peter Peter Pumpkin-Eater 
Had a wife and couldn’t keep her 
He put her in a pumpkin shell 
And there he kept her very well. 


The Great Pumpkin-Eater: F. Scott Fitzgerald 

About halfway between Peter’s cottage and his barn was a mammoth pumpkin. This was 
where Peter kept his wife—in a giant hollowed out squash, with a door and a window carved 
out of the thick orange skin, and a chimney where the prickly stem should be, a thin wisp of 
smoke always trailing its way to the crystal-blue sky. 
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The fact that he kept his wife in a pumpkin was known by virtually everyone. His 
neighbors resented having such an eyesore on their street, ruining the appearance of the 
other glittering, fashionable houses; they were shocked that his wife actually resided there, 
amid slimy walls and large seeds that peppered the squishy floor. 

Though I was curious to see the girl who allowed her husband to keep her in a pump- 
kin I had no desire to actually set foot in an overgrown vegetable—but I did. I met Peter on 
his way home from work one day, and when we stopped by his gate he stared hard at me and, 
taking hold of my elbow, literally forced me up the graveled path. 

“Come along,” he insisted. “I want you to meet my wife.” 

I followed him to the door of the pumpkin, aware that a pair of eyes watched our ap- 
proach through filmy white curtains. 

It was then that I realized that I could never go inside that pumpkin. I mumbled an 
apology and, wheeling around, I hurried back out onto the street, thoughts massing like tur- 
bulent clouds in my head. 

I went to the park and sat there brooding on Peter’s odd habit of keeping his wife in 
the shell of a pumpkin. Peter believed in it, though, and if his wife was content to reside in a 
squash, then maybe one morning we would come to understand them. 


The Wife in the Pumpkin: J. D. Salinger 

I had nothing to do in my damn crummy hotel room except think. I remembered a story a 
friend had told me once. Well, not really a friend. I had only met him once, at a party. I re- 
member, Anyway, this guy told me about some bastard named Peter. Peter Pumpkin-Eater is 
what all his neighbors called him. They really did. That killed me. At first, I thought it meant 
he actually ate pumpkins, Raw or something. But damn if he doesn’t keep his wife in this 
great big hollowed out one. A pumpkin, I mean. I wonder how they got all that crap out of it. 
You know, the damn pumpkin guts and all. And what did they do with all the seeds? Did they 
just throw them away or did they plant them? Maybe there's a farm full of overgrown pump- 
kins somewhere. 

Well, old Peter, he keeps his wife in there because he can't pay the lousy mortgage on 
his house. So he doesn't own the house anymore and they've got nowhere to stay. Then old 
Peter, he comes up with this swell idea of living in a squash. I guess his wife didn't mind. 
She could have left the bastard. I wonder what her name was. I forgot to ask. Anyway, my 
friend says that Peter keeps her very well. He must or else he has a very dumb wife. I don't 
know why he got the name “Pumpkin-Eater” though. I would have called him old “Peter 
Peter Pumpkin-Dweller" or something. But that damn story kills me every time I think of it 
anyway. 


3. Extended Writing Activities Using Reading Selections as Resources.  Caplan's 
suggestions for activities extends beyond preparing students to deal with an author's styl- 
istic idiosyncrasies to having students pull together their own ideas. For example, when 
students have read The Great Gatsby, Caplan suggests that they might be asked to com- 
pare Gatsby's quest for Daisy Buchanan with the quest for the American Dream. In con- 
junction with being introduced to investigative reporting (including the use of field notes, 
interviews, and other research techniques), students were asked to examine certain books 
(e.g., Tom Wolfe's The Right Stuff) and articles for purposes of seeing examples of re- 
porting style. 

Tn addition to these activities, Caplan has developed procedures for introducing stu- 
dents to research reports, compare-contrast papers, and persuasive essays. These are re- 
ported at length in Writers in Training (1984). 


346 


REFERENCES 


Alexander, P. A., and T. L Jetton. 2000. Structural aspects NJ: Erlbaum, 311—336. Explores issues around the 
of constructing meaning from text. In M. L. Kamil, impact of genre on reading. 
P. B. Mosenthal, P. D. Pearson, and R. Barr (Eds.), Caplan, R. 1984. Writers in training: A guide to develop- 
Handbook of reading research, Vol. III. Mahwah, ing a composition program for language arts 


UNIT 9 


Cautions and Comments 


Caplan's suggestions for developing writing in conjunction with teaching literature disti 
guish themselves from other strategies in that her approach is quite structured. In particulgn 
for most activities, all of the students are expected to respond to the same topic in a simi 
fashion either showing, telling, or developing parallel versions. Furthermore, most of the 
suggestions tie writing to reading in a rather deliberate fashion. Students are expected t 
fine-tune their ability to read their own texts evaluatively at the same time that a great deal] 
of emphasis is placed upon fine-tuning their appreciation of stylistic alternatives. 

Although detailed research studies of this approach are lacking, Caplan and Keech 
(1980) and Caplan (1987) have pursued analyses of students’ writings, and have inter] 
viewed graduates in hopes of attaining an understanding of the strengths and weaknesses off 
the approach. The outcomes of their analyses of these data support Caplan's claims at the] 
same time that they highlight some of the potential limitations. For example, one of the stu 
dents who had been involved in the program made the following comment: "It's a way of! 
growing, expanding oneself through voicing one's thoughts (writing) and listening to oth-4 
ers’ thoughts (reading)" (Caplan, 1987, 29). In contrast, other students were reported to be 
less favorably inclined. As Caplan (1987) commented: : 


When I asked my students what they considered to be the value of parallel writing, one stu- 
dent commented: “It gives you a little confidence to think, hey man, I can do that; I can j 
sound like F, Scott Fitzgerald." Another student confessed that she really didn’t like doing 1 
the writing but that “It worked out after awhile. You just kept working at it, and your writing 
sounded neat—definitely neat. It didn’t sound as though a high school student had written 
it" (p. 29) 


In accordance with this student's comments, several questions remain regarding the effects 1 
of the activities: Do students feel empowered or overwhelmed by the styles of others? Do 1 
they lose their own voice as they parallel the style of others? In what ways do comparisons 4 
of their responses with those of professional authors fuel their own stylistic development? 

Caplan is the first to admit to the possible limitations of her approach. As she stated: 


For some students I expect the practices related to Style Study might have been burdensome, 4 
and the question remains whether or not some students might have felt deflated—even 1 
disempowered—by having to do the parallel writings and mimickings. (1987, 31) 


What she is quite adamant about is that examining stylistic alternatives should be used with 
the view of celebrating achievements. She endorses neither the lock-step use of these activ- 
ities nor a predetermined set of stylistic preferences. 
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i Goldman, S. R., and J. A. Rakestraw, Jr. 2000. Learning gether, In A. H. Dyson (Ed.), Writing and reading: 
, One stu- t from text: A multidimensional and developmental Collaboration in the classroom? Urbana, IL: Na- 
iat; I can | perspective. In M. L. Kamil, P. B. Mosenthal, P. D. tional Council of Teachers of English. Describes 
ke doing Pearson, and R. Barr (Eds.), Handbook of reading Caplan's Style Study in the context of research on 
ir writing research, Vol. II Mahwah, NJ: Erlbaum, and practical applications of the writing and read- 
d written 285-310. Explores a range of issues concerning ing relationship. 
text genre, including hypertext. Wade, S., and E. B. Moje. 2000. The role of text in class- 
Johns, A. (Ed.). 2002. Genre in the classroom: Multiple room learning. In M. L. Kamil, P. B. Mosenthal, 
ffect: perspectives. Mahwah, NJ: Ertbaum. Explores the P. D. Pearson, and R. Barr (Eds.), Handbook of 
R.eHects genre approach especially as developed in Aus- reading research, Vol. III, Mahwah, NJ: Erlbaum, 
ters? Do tralia with key chapters by Michael Halliday and 285-310. Explores a range of issues concerning 
parisons others. text and its role in reading and writing. 
pment? : 
2 stated: 
lensome, Story Impressions 
'd—even 
Purpose 
sed with Story Impressions was developed by McGinley and Denner (1987) as a way to help stu- 
se active dents realize that reading involves actively thinking about ideas. The developers of the pro- 
cedure consider the use of Story Impressions akin to doing the first draft of a composition. 
| Rationale 
| Story Impressions is a prereading writing activity that differs from most kinds of preread- 
E ing activities in that it involves students' using key concepts from a story to develop their 
4 i " 3 
round the i own story or impression of how these key concepts might fit together. McGinley and Den- 
and | ner (1987) developed the procedure based upon the belief that a major goal of a prereading 
hee ari 3 activity should be to have the reader build anticipatory models or blueprints that are con- 
E firmed or modified as the reader encounters the actual text. They claim that the technique is 


348 UNIT 9 


“wholly consistent with and directly derivable from current model based views of the read- 
ing process” (1987, 239), which they suggest supports the following view of readers: 


To comprehend, the reader must use the clues supplied by the author to activate appropriate 1 
prior knowledge structures, usually called schemata. Once active, the schemata can serve as 
a basis for making predictions. 

The proficient reader then tests his or her schema based predictions by evaluating 
them for goodness of fit with the subsequent information (clues) supplied by the author, 1 
(1987, 248) 


They point out that the technique varies in two important ways from the directed reading- 
thinking activity (ORTA). First, clues are systematically sampled from the top-level struc- | 
ture of the story. Second, with Story Impressions the students develop a story based on the | 
clues they are provided. 


Intended Audience 


McGinley and Denner (1987) suggest that the approach can be used with students of all 
ages. They claim that they have had teachers use the approach successfully with grades two 
and above. 


Description of the Procedures 


Story Impressions are key concepts in the form of clue words and phrases that the student 
is expected to fit together into an impression or draft of a story. Figure 9.4, for example, lists 
key concepts selected from Edgar Allen Poe’s “The Tell-Tale Heart” and a story developed 
by an eighth grader. 


Introduction of Story Impressions. To introduce Story Impressions to students, 
McGinley and Denner suggest the following steps: 


Step1. Provide a general introduction, e.g., “Today we're going to make up what we 
think this story could be about.” 

Step 2. Direct students to the list of key concepts by saying, “Here are some clues about 
the story we're going to read. We're going to use these clues to write our own ver- 
sion of the story. After that, we'll read the story together to see if the author had 
ideas similar to ours.” 

Step 3. After students read through the list of clues, they are encouraged to brainstorm 
how the ideas might connect. The teacher might jot down possibilities on an 
overhead or the chalkboard. 

Step 4. Using the brainstormed ideas, a class story is developed (on the board or trans- 
parency) that ties together the clues. 

Step5. The students read the author's actual story and discuss how their story compares. 
McGinley and Denner stress that a match with the author’s story is not important. 
Instead, what is important is to compare how the clues were woven together sim- 
ilarly or differently. 

Step 6. Either in small groups or as individuals, the students develop their own stories 
based upon clues from another story. 
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FIGURE 9.4 Story Impressions (Prereading) Activity Based on Poe's “The Tell-Tale Heart” 


Story impressions 


given to a class An eighth grader's story written from the story impressions 
house There was a young man and his father, an old man. They lived in a house 
4 on a hill out in the bouniey's. The old man hated his son because he had 
old man an ugly eye. 
l The young man was asleep in his bedroom when he was awakened 
young man by screaming. He went to the bedroom and saw his father laying in the 
4 tub. There was blood everywhere and a knife through him. 
hatred The young man found a tape recording hidden behind the door on 
l the floor. He turned it on there was screaming on the tape. The young man 
ugly eye started to call the police, but then he stopped and remembered what his 
4 mother had told him. She had told him that he had a split personality. So 
death he called the police and confessed to being crazy and killing his father. 
H His heartbeat was heavy as he called. 
tub, blood, knife 
L 
buried 
l 
floor 
l 
police 
l 
heartbeat 
H 
guilt 
L 
crazy 
l 
confession 
CARARE ts sibs aio aie ost te PR SIRS a e OCEL ONT LT T = 


Guidelines for Developing a Set of Story Impressions. McGinley and Denner have es- 
tablished guidelines for developing a set of Story Impressions: 


1. Include key words and phrases (preferably from the text with a maximum of three 
words per clue) that represent the character, setting, and key elements from the plot. 


2. Restrict the number of key words or phrases to ten or fifteen for a short story or fif- 
teen to twenty for a young adult novel. 


3. Arrange the clues vertically with arrows or lines to indicate their order. 


Suggestions for Variations on the Use of Story Impressions. McGinley and Denner 
(1987) offer various suggestions of ways that Story Impression clues can be used for other 
purposes. For example, they suggest that Story Impressions might also be used as guide- 
posts from which students offer their own questions prior to reading or as aids to having 
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students develop reports, as well as make notes. In addition, they suggest that Story Im. 1 
pressions could be used to develop or reinforce selected skills (e.g., how ideas interrelate 4 
and are sequenced). 


Cautions and Comments 


The authors have reported the results of several studies that substantiate the positive contri- 
bution that Story Impressions makes to comprehension (Denner, 1989; Denner, Rickards, 
and Albanese, 2003; McGinley and Denner, 1985). What seems to be missing from their 
studies, however, is a comparison with other prereading activities and an examination of 
on-line measures to assess the impact of Story Impressions on the thought processes of stu- 1 
dents as they read. Also, it would be interesting to learn how students compare their rendi- 
tions with those of the author (e.g., what features they note in common or at variance). 

As a vehicle for integrating reading and writing, Story Impressions seems to have 1 
definite potential. The technique affords the students the opportunity to relate their experi- 4 
ences to key concepts. In other words, it allows the students to establish their frameworks 
and themselves as authors prior to being introduced to a text developed by a professional 1 
author. The procedure, as presently described by McGinley and Denner, tends to fall short 
in offering suggestions for how the students' versions might be shared, discussed, and com- 1 
pared en route to validating the students’ drafts. Likewise, their research needs to consider 4 
the impact upon the students' view of themselves as authors, their appreciation of their craft 
and the craft of others, and their development as writers. 


REFERENCES 


Alexander, P. A., and T. L Jetton. 2000. Structural aspects 
of constructing meaning from text. In M. L. Kamil, 
P. B. Mosenthal, P. D. Pearson, and R. Barr (Eds.), 
Handbook of reading research, Vol. III. Mahwah, 
NJ: Erlbaum, 311-336. Explores issues dealing 
with the impact of genre on reading. 

Denner, P. R. 1989. The effects of providing story impres- 
sions as prereading/writing activity on the story 
comprehension and oral reading miscues of sec- 
ond grade readers. Research report, Idaho State 
University. Presents a study exploring the use of 
Story Impressions with second graders. 

Denner, P. R., and W. J. McGinley. 1986. The effects of 
story-impressions as a prereading/writing activity 
on story comprehension. Journal of Educational 
Research 82(6): 320—326. Presents a study of the 
effects of Story Impressions upon eighth graders' 
comprehension. 

Denner, P. R., J. P. Rickards, and A. J. Albanese. 2003. The 
effect of story impression preview on learning 
from narrative text. The Journal of Experimental 
Education 71(4): 313-332. Reports the findings of 
a research study on the use of story impressions. 

Farnan, N., and Dahl, K. 2000. Children’s writing: Research 
and practice. In J. Flood, J. Jensen, D. Lapp, and 


J. R. Squire (Eds.), Handbook of research on teach- 
ing the language arts, Vol. II. New York: Macmillan, 
993-1007. Explores the role of writing in terms of 
preparing students to read and write different genres. ` 
Goldman, S. R., and J. A. Rakestraw, Jr. 2000. Learning 1 
from text: A multidimensional and developmental 
perspective. In M. L. Kamil, P. B. Mosenthal, 
P. D. Pearson, and R. Barr (Eds.), Handbook of 4 
reading research, Vol. III. Mahwah, NJ: Eribaum, 3 
285-310. Explores a range of issues concerning § 
text genre, including hypertext. 
McGinley, W. J., and P. R. Denner. 1985. The use of se- 4 
mantic impressions as a previewing activity for 
providing clues to a story’s episodic structure. 4 
Paper presented at the Northern Rocky Mountains 3 
Educational Research Association Annual Meet- 4 
ing, Jackson, WY. Describes the use of Story Im- à 
pressions as a previewing activity. 
. 1987. Story impressions: A prereading/writing 4 
activity. Journal of Reading 31:248—253. Pre- | 
sents a detailed description of the use of Story 
Impressions. 
Myers, M. 2000. Issues in teacher preparation and staff 3 
development in English Language Arts. In J.g 
Flood, J. Jensen, D. Lapp, and J. R. Squire (Eds).3 


Xy Im- 
errelate 


contri- 
ckards, 
m their 
ition of 
of stu- 
r rendi- 
ek 

‘o have 
experi- 
eworks 
ssional 
Il short 
d com- 
onsider 
rir craft 


m teach- 
iemillan, 
terms of 
t genres. 
earning 
pmental 
'senthal, 
book of 
'rlbaum, 
cerning 


se of se- 
ivity for 
Tucture. 
»untains 
i| Meet- 
‘ory Im- 


hwriting 
j3. Pre- 
of Story 


nd staff 
io In J. 
> (Eds.), 


Responding to Reading as Writers and Genre Study 


Handbook of research on teaching the language 
arts, Vol. II. New York: Macmillan, 459-477. 
Explores teacher-based research of instructional 
possibilities, including the work of Barthomolae, 
Caplan, and others on text genre. 


Purves, A. C., L. Papa, and S. Jordan (Eds.). 1994. Ency- 


clopedia of English studies and language arts. 
New York: National Council of Teachers of En- 
glish. This encyclopedia has more than 800 anno- 


351 


tated entries/topics that succinctly address this 
topic and related areas. 


Wade, S., and E. B. Moje. 2000. The role of text in class- 


room learning. In M. L. Kamil, P. B. Mosenthal, 
P. D. Pearson, and R. Barr (Eds.), Handbook of 
reading research, Vol. III. Mahwah, NJ: Erlbaum, 
285-310. Explores a range of issues concerning 
text and its role in reading and writing. 


Expository Reading-Writing Think-Sheets 


Purpose 


Expository Reading-Writing Think-Sheets is the label we have given to the expository writ- 
ing program and, more recently, the cognitive strategy instruction in writing developed by 
Raphael and others. Expository Reading-Writing Think-Sheets are intended to guide the 
development of expository reading and writing skills in conjunction with teacher-student, 
student-student, and student-self interactions through the various phases (planning, draft- 
ing, and revising) of writing. 


Rationale 


Raphael, Englert, and Kirschner (e.g., Raphael, Englert, and Kirschner, 1986, 1989; Raphael 
and Kirschner, 1985) developed Expository Reading-Writing guides in an attempt to teach 
upper elementary students expository reading and writing skills. As they argue: 


when children reach the upper grades of elementary school, where there is a greater empha- 
sis on learning content, their progress in writing often declines. . . . One reason for this de- 
cline may be that children are not being taught how to read and learn from informational or 
content area texts. (1989, 262) 


With this in mind, Raphael, Englert, and Kirschner have pursued a program of research ex- 
ploring the viability of guiding the development of expository reading/writing skills. Sev- 
eral areas of research serve as the basis for their approach: studies of the influence of text 
structure (especially mapping) on comprehension and composition; the role of different so- 
cial contexts (especially peer response groups) upon student learning; and tenets emerging 
from teacher-researcher collaborations and explicit teaching. Essentially the approach of 
these authors involves extensive use of what they refer to as Think-Sheets: 


to prompt teachers to model and think aloud as they teach writing, to encourage teacher-stu- 
dent dialogue about strategies appropriate to each phase, to prompt appropriate student-stu- 
dent dialogue during peer editing and to encourage useful student-self dialogue as students 
write independently. (Raphael, Englert, and Kirschner, 1989, 774) 


Over time, Raphael, Englert, and Kirschner hope that the Think-Sheets serve more as 
reminders (rather than guides) as students internalize the hints. 
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Intended Audience 


The strategy was intended for use with upper elementary students but also seems appropri- 
ate for use with older students. 1 


Description of the Procedures 


Raphael, Englert, and Kirschner (1986) have emphasized that their approach has been sub- 1 
jected to a great deal of refinement and will likely be subjected to further refinement in con- | 
junction with additional research and development. In its current form, the use of 
"Think-Sheets and the changing teacher role is central to the approach. j 

Seven Think-Sheets constitute their current approach. They are Think-Sheets intended 


as guides for: 


Planning 

Organizing 

First draft 

Thinking about first draft 
Editing 

Revision 

Final draft 


The Planning Think-Sheet is intended to guide a consideration of the topic, purposes, and 4 
audience. The Think-Sheet for planning (Figure 9.5) merely prompts the reader to consider 
these items. 
The Organizing Think-Sheet involves the selection and use ofa mapped pattern guide į 
(See Unit 12 for a description of mapping). The pattern guides offer students a way of fram- 
ing their ideas in accordance with whether the predominant text structure is compare/con- 1 
trast, problem solution, explanation, or narrative. Figure 9.6 is an example of a Think-Sheet 
for a compare/contrast guide. 
The First Draft Think-Sheet is merely a blank sheet of lined colored paper. The use of 
color is to denote that the paper is a first draft—that is, a work in progress. 
In hopes of prompting students to reflect upon their first draft, a Think-Sheet is di- 1 
rected to thinking about the first draft. The questions on this sheet represent a self-check di- 
rected at having students consider how interesting, clear, and organized their first draft is. | 
In addition, it is intended to prepare students for the possibility of an editing conference. 4 
Figure 9.7 includes a copy of a Thinking about the First Draft Think-Sheet. : 
The fifth Think-Sheet is for editing. To this end, Raphael and associates have de- 3 
veloped five versions—one for each of the four text structures taught as well as a generic 1 
version. They state that the generic version “is used when students begin to combine the ` 
different structures as they write more complex papers" (Raphael et al., 1989, 277). The 4 
Editing Think-Sheet is intended for use in conjunction with having a student author 4 
share his or her piece with a peer editor. The author reads the piece to the editor and then 3 
asks him/her to respond to several questions ranging from what the piece is about, its 3 
clarity, its interestingness, how well the piece is organized, and, for purposes of revision q 


)pri- 


sub- 
con- 
e of 


ided 


Author's name 
TOPIC: 
WHO: Who am | writing for? 
WHY: Why am | writing this? 
WHAT: What do | already know about my topic? (Brainstorm) 
1. 
2. 
3. 
4. 


HOW: How do I group my ideas? 


FIGURE 9.5 Think-Sheet for Planning 


What is being compared/contrasted? 


On what? 


Alike? Different? 


On what? 


Alike? Different? 


On what? 


Alike? Different? 


FIGURE 9.6 Think-Sheet for Organizing: Comparison/Contrast * 
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Author's Name 


Read to check information. 
What is my paper mainly about? 


are not clear. 

Is the paper interesting? Tell why or why not here: 
Question yourself to check organization. 

Did |: 


What do | like best? Put a * next to the best part and explain why. 
What parts are not clear? Put a ? next to the unclear parts, and tell why they 


Tell what two things are compared and contrasted? Yes Sort of 
Tell things they are being compared and contrasted on? Yes Sort of 
Tell how they are alike? Yes Sort of 
Tell how they are different? Yes Sort of 
Use keywords clearly? Yes Sort of 


Plan for editing conference. 


What parts do | want to change? (For anything marked "Sort of" or "No," 
add to, take out, reorder?) 


1. 
2. 


What questions do ! want to ask my editor? 


FIGURE 9.7 Think-Sheet for Thinking about the First Draft: Comparison/Contrast 


suggestions for change. A copy of the Editing Think-Sheet for compare/contrast texts is | 
shown in Figure 9.8. 

The Revision Think-Sheet is then used to help the student author decide what sug- 3 
gestions will be heeded. As they state, “The Revision Think-Sheet . . . is designed to pro- 1 
mote author's consideration of their editor’s comments but still give them control of their 
papers" (Raphael et al., 1989, 278). To this end, students are expected to list all of the sug- 1 
gestions and then decide on those they plan to address. A copy of the Revision Think-Sheet 1 
is shown in Figure 9.9. 1 

After revising their draft, the students then move to the Final Think-Sheet, which is 
their final draft. The format of this Think-Sheet is simply blank, white, lined paper. 


Teacher's Role. Raphael and associates emphasize that the Think-Sheets are intended to 

provide a structure to guide and model different aspects of writing at the same time that stu- 
dents acquire shared understandings and vocabulary for discussing what they are doing. They j 
hope that the students will become more self-initiating and self-regulating as they internalize 1 
the strategies and notions about writing made explicit via the Think-Sheet. As they state: 


As students gradually internalize the questions on the Think-Sheets and take ownership of 9 
the writing process themselves, they begin to work independently of the teacher. When they 3 
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— Author's Name Editors Name 
Read to check information. (Authors: Read your paper aloud to your editor.) 
What is the paper mainly about? 
What do you like best? Put a * next to the part you liked best and tell why you like it here: 
What parts are not clear? Put a ? next to the unclear parts, and tell what made the part 
unclear to you: 
Is the paper interesting? Tell why or why not here: 
Question yourself to check organization. 


Did I: 
No Tell what two things are compared and contrasted? Yes Sort of 
No 1 Tell things they are being compared and contrasted on? Yes Sort of 
No Tell how they are alike? Yes Sort of 
No 1 Tell how they are different? Yes Sort of 
No Use keywords clearly? Yes Sort of 


Plan revision. 
What two parts do you think should be changed or revised? (For anything marked 
1 “Sort of" or “No,” should the author add to, take out, reorder?) 
I 1. 


What could help make the paper more interesting? 
Talk. 


Talk to the author of the paper. Talk about your comments on this editing think-sheet. 
Share ideas for revising the paper. 


2 FIGURE 9.8 Think-Sheet for Editing: Comparison-Contrast 
texts is 


at sug- reach the level of self-regulation, they will no longer need external support, either from the 


to; pro" Think-Sheets or the teacher. (Raphael et al., 1989, 281) 
of their 

he sug- 

c-Sheet Cautions and Comments 


Expository Reading-Writing Think-Sheets represent one of a number of different strategies 
for guiding the development of an expository report. For example, Cunningham and Cun- 
ningham (1987) have suggested the use of a feature matrix to show teachers how to help 
nded to students extract and organize ideas in conjunction with reading and writing. 

Several features distinguish Raphael and associates’ Think-Sheets. The set of Think- 
Sheets is tied to a program of research and development, and, as a result, has been subjected 
to a great deal of refinement and revision. The Think-Sheets are relatively comprehensive. 
As guides to writing different texts, they represent an amalgamation of procedures intended 
to help students generate, organize, reflect upon, frame (using different text structures), 
rship of | share, enlist feedback on, and revise ideas. Finally, suggestions for using the Think-Sheets 
ien they are tied to an attempt to support self-regulated learning. 
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Author's Name 
List suggestions from your Editor. 
List all the suggestions your editor has given you: 


a. 
b. 
c 
d 


e. 
Decide on the suggestions to use. 

Put a * next to all suggestions that you will use in revising your paper. 
Think about making your paper more interesting. 

List ideas for making your paper more interesting to your reader. 


Return to your first draft. 
On your first draft, make ali changes that you think will improve your paper. 
Use ideas from the list you have made on this think-sheet. 


FIGURE 9.9 Think-Sheet for Revision 


In terms of shortcomings, Raphael and associates (1988) have discussed the possibil4 
ity that Think-Sheets may become an end unto themselves rather than a springboard for stu4 
dents’ self-regulated and flexible thinking. They have reported, for example, that some] 
students may treat the Think-Sheets as distinct from one another and pay “little attention to] 
the purpose of the Think-Sheet or to the general goal of sharing information on a given topic 


making the paper as interesting and informative as possible” (Raphael et al., 1988, 794). 
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Response to Literature 
and Drama 


UNIT OVERVIEW 


One can read and write with a reverence for the authority of text and with a desire to recall, 
memorize, and to know exactly what someone intended them to learn or understand. While’ 
some may view such goals as the mainstay of reading and writing, many literacy educators 
would suggest that reading and writing should be approached quite differently—namely, 
as a means of achieving perspectives on oneself and others. They would suggest that liter-§ 
acy should be enlisted as a way to explore the human experience and to pursue various] 
forms of inquiry, as well as for communication and negotiation. Some of us have used the 
metaphor of criss-crossing one’s exploration of a topic or the notion of applying multiple 
lenses to explore one’s world and achieve various perspectives. Others, such as Boal (1979),4 
advocate these modes (e.g., drama) as a means of social problem solving and as a precursor 
to activism. 
In some respects, the present unit has links to various other units (especially Units 2, 
and 9), but the primary focus of this unit relates to practice that offers different ways to} 
criss-cross topics and issues in conjunction with achieving multiple perspectives. These 
ways of knowing include drama as well as sketches and other forms of response. As ways 
of knowing they appear to engage learners in ways that differ from each other, especially inj 
terms of the nature of the engagement they prompt as well as the lens/perspective they af-§ 
ford. They afford an opportunity for readers to engage in what some might consider differs 
ent virtual worlds as a way of seeing anew or differently. In Unit 2, Short, Harste, and Burke 
discussed the role of such engagements as essential to enriching ways of knowing by what 
is termed transmediation. 1 
We expect that such engagements will increase in the future—especially as we move 
into an age where video explorations will be as easy to pursue as paper and pencil possibil- 
ities. We would hope that such ways of knowing propel multiple perspective-taking and r 
flection versus non-examination consideration of ideas. Will they help improve reading and 
writing? Studies suggest that they do contribute to improvements in reading and writing. 4 
But we would stress their role in supporting the development of complex understandings 4 
and multiple meanings, including meanings informed by alternative perspectives. 
Five strategies and practices are included in this unit. Two of the strategies enlist the 4 
use of drama; two involve a mix of writing, reading, and discussion; one involves sketch- 4 
ing. The majority are oriented toward activating thinking and facilitáting new perspectives 4 
and reexamination. 
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Process Drama. Process Drama represents the use of drama in the classroom in a 
manner that is not theatrical, but generative, provocative, and spontaneous. Process 
Drama is based upon the ideas of a pioneer in education, Dorothy Heathcote. 


Point, Counterpoint. Point, Counterpoint represents an attempt to empower stu- 
dents’ interpretative repertoire by affording a forum for having them discuss various 
interpretations of the same story. 


Response Heuristic. The Response Heuristic represents a procedure by which stu- 
dents are given a structured procedure for responding to text, and then interacting 
with others about their response. 


Sketch to Stretch. Sketch to Stretch affords students the opportunity to develop a 
sketch of what a text meant to them and to use this text as a springboard for interact- 
ing with others about the interpretation of a text. 


Readers Theatre. Readers Theatre involves having students develop their own adap- 
tations and interpretations of stories, poems, and other text for presentation to peer 


groups. 
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360 UNIT 10 
Process Drama 
Purpose 


The term Process Drama has been adopted by us to refer to educational drama practices aq; 
vocated by Dorothy Heathcote and others (e.g., O'Neill, Bolton, Booth). The aim og 
Process Drama is to build on past experience of pupils and to facilitate a deeper under: 

standing of oneself and others and society in its present, past, and future. 


Rationale 


Use of Process Drama in the classroom has changed enormously during the last twenty-five | 
years in England and more recently in other countries. As Johnson and O'Neill (1984) 
stated: 


There has been a shift in direction from an interest in personal development of the individ. 

ual pupil, through the acquiring of theatrical and improvisational skills to the recognition of 4 
drama as a precise teaching instrument, which works best when it is part of the learning | 
process. Drama is no longer considered simply as another branch of art education, but as a 
unique teaching tool, vital for language development and invaluable as a method in the ex- 1 
ploration of other subject areas. (1984, 42) ; 


Dorothy Heathcote has been to a large extent responsible for an increased interest in using 
drama as a tool for self-exploration and learning. Through her writings, talks, and work 
with children, she has done a great deal to move drama from a performance upon a stage to 
a dynamic means of exploring issues within the classroom. At the heart of Heathcote's 
drama activities is a frame or dramatic context that the teacher establishes for students to 
explore “in role” as they engage in a form of improvisation that requires their ongoing in- | 
volvement in issues that emerge from the frame. What distinguishes Process Drama from 
regular improvisation is the teacher's involvement and the tensions, self-reflections, and en- 
gagements that he or she creates to move the drama. What is key is the relationship between 
involvement and reflection. As O'Neill has contended: 


reflection is a crucial element. In drama we experience an “as if" world and at the same time 
create the means of reflecting on existence. A conscious and reflective attitude is likely to 
develop in drama because of the dynamic relationship between reality and pretense. (1985, 
160) 


Process Drama can be used in various ways with reading material as a stimulus for reading 
certain materials in a role, as a follow-up to a drama, or as a basis for the drama. 

Process Drama provides a strong context for articulating a complex response to liter- 
ature. The second world, created in the context of drama, takes the first world of the literary 
text as a starting point. Rogers and O'Neill (1993) state: 


[The parallel drama world] will share some significant features with the world of the text but 
may expand some and overlook others. The characters that inhabit this world may not appear 
in the original text, and the events and encounters that occur may have no exact parallel. But 
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the drama world will illuminate the original and, above all, give students access to it, The 
keys that unlock the doors of this second [drama] world are buried in the original and can be 
discovered through a number of active and transferable strategies. (1993, 75) 


The drama world features new characters, often characters who investigate or explain 
events—e.g., reporters, lawyers, or detectives—as well as characters who might have wit- 
nessed or participated in significant events—e.g., neighbors and friends. As Edmiston 
(1993) points out, this allows all the children in the class to take part in the experience. The 
drama world is based not on the external features of the text (e.g., having the same charac- 
ters); instead, it brings to light the drama of the text—the motivations that drive the plot— 
through the students' adoption of various roles. Finally, because students may adopt several 
different roles in a process drama, students have an opportunity to explore the same plot 
events from several perspectives. 


Intended Audience 


Process Drama is appropriate for use with students at any level. 


Description of the Procedures 


Creating the Drama Context or Frame. The teacher's first task in Process Drama is to 
consider his/her objectives for a topic or a selection. For example, a teacher might consider 
what issues or themes she/he wishes to have students address or think about related to a se- 
lection. Perhaps the teacher just wants the students to consider possibilities surrounding a 
certain event, character, or setting more fully. With this purpose in mind, the teacher's goal 
is to create a drama context that has the following features: it helps students get "inside" the 
Story; it is open-ended in that the context is not overly prescribed so that participants in this 
framed drama can contribute to the story or world that is created; it has certain tensions or 
an unpredictability associated with the drama. 

To illustrate some possibilities, O'Neill, Lambert, Linnell, and Wain-Wood (1976) 
developed Drama Guidelines. One of their examples intended for use with first and second 
graders follows. 


DETECTIVES 


Preparation 


At the beginning of the lesson, the teacher brings a number of objects into the drama room, 
such as: a necklace; a pill bottle; a large photograph of a teenage girl; an alarm clock. On the 
blackboard she scrawls the word *Boathouse—'. 


1. The Disappearance 


Whole Group 
The teacher introduces herself as coming from Scotland Yard. She has been given to under- 
stand that the pupils are all competent detectives. She needs their help. They have been 
called in to assist her in solving what is a rather baffling case. a 

On the previous night, a young girl disappeared from her home. Her name was Anne 
Robinson and she was 16. She was last seen when the housekeeper said goodnight to her at 
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10 p.m. When the housekeeper went to Anne’s room at 8 a.m. the following morning, she 
had disappeared. Her bed had not been slept in, and there were some signs of a struggle. The 
alarm clock had been found on the floor, and had stopped at 11 p.m. Robbery did not appear 
to have been a factor in her disappearance, since a valuable necklace given to Anne by her 
father was still on her dressing-table. The pill bottle was open and empty. The message on 
the blackboard was what had been found scrawled on the dressing-table mirror in lipstick, 
What questions would the group like to ask? 

The rest of this session consists entirely of the group questioning the teacher very 
closely and listening carefully to the answers which are given. In response to their question- 
ing, it emerges that Anne's parents were recently divorced, that her father was a distin- 
guished scientist who was attending a conference abroad at the time of her disappearance, 
and that she had been alone in the house with the housekeeper. The ‘clues’ are passed around 
the class and examined closely. Many searching questions are asked about the room, the pos- 
sibilities of outsiders gaining entrance to the house, the various clues, particularly the pill 
bottle, the kind of girl Anne was, her friends, her relationship with the housekeeper, the ex- 
istence of a boathouse nearby. 


2. Solutions 
The pupils begin to form hypotheses which include all the known clues. 

The lesson ended with the class having formed a number of different opinions about 
the case. The teacher had succeeded in her objective of gaining the group’s commitment and 
interest, and the pupils had listened intently throughout the lesson, both to the teacher and to 
each other. 

In later lessons, developing this theme, the teacher’s objectives were to encourage 
pupils to adopt different roles, and to begin to take responsibility for their own work. They 
interviewed various people connected with the case, with some of the pupils taking on these 
roles, In this case they eventually decided that the girl had been taken hostage by interna- 
tional terrorists. In the final sessions on this topic, they planned and carried out the rescue 
of the girl. 


3. Further Developments 

Interviews with the girl’s friends, teachers, parents, neighbors. 
Reenacting the possible events of the night she disappeared. 

Examining the house and grounds for further evidence. 

Formally presenting this evidence and its implications to the police. 

An item on the girl’s disappearance to be included in the 10 o’clock news. 
Holding a press conference about the case. 

Breaking the news of her disappearance to her parents. 

Going back in time to examine the motives, plans, and purposes of Anne’s captors. 
A list of the terrorists’ demands for the press. 

As her captors, explaining to Anne why she has been taken hostage. 
Planning and carrying out the rescue attempt. 

Helping the hostage adjust to normal life after the rescue. 


In this example, the students define the mystery, including the elements and new re- 
lationship to one another. The enlistment in the drama frame ensures that they assume a 
vital role in the unfolding drama. It is as if the drama affords them a “safe place,” allowing 
them to share perspectives and reactions without fear of evaluation. It is as if students can 
adopt what Heathcote terms “the mantle of an expert"—that is, where they can function as 
experts. But one should not diminish the responsibilities and commitment expected of the 
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students. In any framed drama, students are expected: (1) to pretend; (2) to adopt/create a 
role; (3) to maintain and build upon the dramatic context; and (4) to cooperate/transact with 
others in the context of the drama. 

In terms of the teacher, it is important to recognize the multifaceted nature of their re- 
sponsibilities. The teacher creates the initial frame and manages the evolution of the drama, 
including being sensitive to the roles assumed by students and the issues being explored. 
Adeptly, the teacher in the previously described Process Drama: (1) moved the students 
quickly and economically into the drama context; (2) presented a challenge that focused the 
children's thinking and contributed to their being more concerned; (3) offered not only en- 
couragement and support but also respected each student's contributions. 

Two aspects of the teacher's involvement in the drama were central to the drama's 
success. First, the teacher assumed a role in the drama that afforded him or her the place or 
power to direct the drama. That is, the drama was structured from the inside. (Some dramas 
can be structured from the outside; others can be structured from both inside and outside.) 
Second, the teacher (in role) created the tension necessary to move the drama along and fuel 
development as well as involvement. As Heathcote (Johnson and O'Neill, 1984) has stated: 
“Tension of some kind must be present in the drama" (p. 95). While the task of creating ten- 
sion is key, the means of doing so may not be straightforward. As Heathcote stated: 


The simple factor in making tension work is that something must be left to chance, but not 
more than one thing at a time. So long as there is that one factor and no one in the room 
knows precisely when that thing will occur (though everything has been set up so that it must 
occur), we have tension. 

Subtle tensions are useless in a class that will only respond to cruder ones, An exam- 
ple of such tension might be waiting in the dark for an intruder to enter a room. Or a less 
crude one, demanding more patience, awaiting one's turn to be interrogated, knowing that 
one of the group will be found guilty. The pressure must come from within the situation, not 
from the teacher/role insisting that it be done right. (Johnson and O'Neill, 1984, 95) 


O'Neill and Lambert (1982), in their book Drama Structures, offer an extended dis- 
cussion of Process Drama that includes guidelines for teachers. The following set of ques- 
tions, guidelines, and considerations are taken from their book to illustrate some of the 
issues that need to be addressed in planning and orchestrating a Process Drama. When using 
a role, teachers should ask themselves: 


What kind of role will be appropriate? 

Should the teacher be in a position of authority? 

Could the class cope with the teacher being in a position that is humble? 

What kinds of interactions is the role required to promote? 

With what challenges can I confront the participants within my role? 

What actions can I employ (in role) to heighten surprise, contrast, or tension? 

What aids are needed that might establish the pupil’s belief in the drama (a document, 

a photo, keys)? 

m Are the tasks that are asked of pupils through the role consistent with that role? 

m What steps should be taken to ensure the pupils know when the teacher is in or out of 
the drama or adopting a different role? 

m= What questions can the teacher ask that will help create, develop, and focus the drama? 
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Examples of questions that might be useful: 


m To set the scene: 
What are you doing looking in that drawer? 
How long have you been waiting? 
a To seek information: 
When did this happen? 
Who was involved? 
How shall we get ready for the arrival? 
= To locate group in space and time: 
I’m calling you to check if everything is okay—what’s happening? 
Is this the corner where the incident occurred? 
= To stimulate research: 
How long will it take us to get across country? 
What weapons can we obtain? 
a To provide information: 
Are you ready to have your automobile inspected? 
How many people will be present? 
m To give control: 
What can we do to make a decision? 
Are you ready to sign up? 


Reflection and Discussion. Previously it was stated that the key to the drama lies in the 
reflection. As teachers strive to immerse students in the drama, they also must consider 
ways to prompt reflection. Reflection can occur in two places—inside the context of the 
drama or outside the Process Drama. Several drama educators contend that reflection dur- 
ing the drama is apt to be more powerful than after the drama. As Booth (1987) contends, 
drama educators want "children to stumble upon authenticity in the work" and to both ex- 
perience and reflect at the same time. This kind of reflection might include having partici- 
pants in the drama develop a log, discover a diary, negotiate a treaty, and so on. It might 
entail introducing a role (a news reporter, scientist, police officer) designed solely to engage 
the students in reflective thought. 

While reflection within the drama may be invaluable, its role after the drama should 
not be ignored. After the drama, reflection affords students opportunities to revisit and re- 
think their thoughts and observations. By using journals, sketches, or discussion, the stu- 
dents might, as Booth contends: 


begin to explain the motives and behavior evidenced during the drama, finding reasons and 
implications for assumptions and decisions they had made. . . . They reflect on the implica- 
tions and consequences of their actions as the teacher questions and deepens their ideas. The 
children have the opportunity to make explicit the learning that occurred. (Booth, 1987, 19) 


Evaluation and Assessment. | O'Neill and Lambert (1982) encourage teachers to exam- 
ine the quality of the drama experience—in particular, to assess their own work and that of 
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their pupils. As they state, “Without feedback provided by effective assessment it will be 
difficult for either teachers or pupils to make progress." 

In assessing the drama experience, they suggest that teachers should judge the effec- 
tiveness of the strategies being used, the engagement of the pupils with the developing 
meaning of the work, and whether the objectives were relevant or realistic. As they stated: 


The atmosphere in the room, the level of commitment to the work, the ways in which pupils 
reflect on the experience, both within and outside it, their capacity to draw parallels between 
the dramatic situation and the real world, and their transformation of the drama experience 
into other expressive modes, will all be measures of the significance of the experience. 
(O'Neill and Lambert, 1982, 145) 


Cautions and Comments 


In Drama Words, David Booth offers an extended discussion in which he speculates about 
the benefits that Process Drama offers for reading and developing meaning. His summary 
list of the benefits is as follows: 

Drama can: 


Broaden the child's experiences, both active and symbolic, before he or she reads the 
text 

Motivate the child's need or desire to read the text 

Prepare the child for what is to be read 


Intervene in what is being read, so that new understanding can be brought to the text 
Examine what has been read in a new light, with a view toward building new ex- 
panded meanings in a collaborative, interactive mode 

Make immediate and vital narrative that seems at first to be without contemporary 
application 

Help children discover the story—its challenge, its beauty, its caring, its healing, its 
joy, its power of revelation 

Help children develop the skills of oral interpretation. While in role, they can read 
aloud poems, songs, dialogue, and excerpts from novels and stories. While reflecting 
about the drama experience, they can share poems and journal writings 

Give children opportunities to reveal their private comprehensions in role so that 
through interaction these personal meanings can be expanded, adapted, clarified, and 
altered 

Build curriculum connections, since drama and story are the stuff of learning 
Motivate children to do both parallel reading and further reading, using other genres, 
reference materials, and related writings 

Stimulate children to write their own text, in role, as reflection or in appraisal. Chil- 
dren can do research and background writing as planning and preparation for the 
drama, or to find new directions as the drama develops 

Build a sense of story—words, shapes, syntax, style, structures, and author's voice 
Find or restore voice to the text 
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Booth (1987) is not alone in his view that Process Drama offers numerous advantages. 
Bolton (1985) offered the following comments about the unique learnings accrued through 
Process Drama. As he stated: 


Learning in drama is essentially reframing. What knowledge a pupil has is placed in a new 
perspective. To take on a role is to detach oneself from what is implicitly understood and to 
blur the edges of a given world. It invites modification, adjustment, reshaping and realign- 
ment of concepts already held. Through detachment from experiencing we can look at one's 
experiencing anew. (1985, 156) 


The research examining the effects of drama upon reading tends to provide general support 
for drama and role-playing activities, but offers limited information on the extent to which 
ongoing reflection, perspective taking, and other features of Process Drama (e.g., tension) 
prompt the degree of generative learning suggested by the affidavits of drama educators, 
These range from an impact on the engagement of students to their critical exploration of 
ideas to overall reading and writing development. For example, Jasinski-Schneider and 
Jackson (2000) demonstrated the impact of process drama activities on fifth graders' writ- 
ing and students' engagement in reading and writing. 

Heathcote's work, and the efforts of those who have extended it (e.g., O'Neill, 
Booth, Bolton), represent a major attempt to bring drama back to the classroom and re- 
define its nature and function. It would be a mistake to view the approach as simply im- 
provisation or role play; Process Drama represents an attempt to thoughtfully create a 
learning dynamic in the classroom that engages students in first-hand experience and 
paces as well as adjusts the experience to afford reflection and perspective taking. Un- 
mistakably the approach places a great deal of responsibility on the teacher. As Heathcote 
(1978) stated: 


The teacher must make this time slow enough for inquiry, interesting enough for loitering 
along the way, rigorous enough for being buffeted in the matrix of the ideas, but with suffi- 
cient signposts seen for respite, planning, and regathering of energy to fare forward on the 
way. Arrivals are those moments of being able to demonstrate our knowing, and the wan- 
dering is the time of learning. The teacher must delay arrivals, so that time is made for try- 
ing on, turning around, testing this way and that; to preserve interest and concern so that in 
each new examination there is chance for more understanding to take place; to press and 
pummel during the journey in such a way that all elements come to light, and the traveler 
feels the journey to be there; to illuminate the parts as they come clear, and guide to the next 
dark patch. The teacher encourages the patience to delay, curiosity to seek out, relationships 
to matter, people and ideas to be explored. We must make the task worth the doing, and as 
the artist pressures himself into fighting for the only creation form to bring to fruition the 
ideas he struggles to make clear. 


Process Drama uses as its material the conflicts that drive literature—ultimately the 
conflicts that are of major concern to all human beings. It is interesting to note that several 
recent examples in the literature on drama frames involve teachers using children's litera- 
ture on conflicts between groups of people—for example, the internment of the Japanese 
Americans during World War II (Edmiston, 1993); race relations in a Southern town 
(Purves, Rogers, and Soter, 1990), and relations between Native Americans and European 
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tages. Americans (Rogers and O'Neill, 1993). These dramatic situations offer children opportu- 
rough i nities to consider both literary texts and the history that literature represents. They also 
d offer children opportunities to experience multiple perspectives and to problem-solve in 
| | response to human conflict. When used with multicultural literature, Process Drama may 
anew f help students learn how to negotiate with each other by having first-hand access to differ- 
and to i ent perspectives. 
align- i Process drama has some important parallels to the efforts of political activitist Au- 
one’s | gusto Boal and the Theater of the Oppressed—especially some of the techniques used in 
| conjunction with the Forum. In particular, his dramas encourage multiple paths and solu- 
\ tions as a form of social problem solving in conjunction with spectators’ becoming partici- 
ipport pants in dramas and a designated “jocker” assessing the power of the solutions explored. 
which "Theater of the Oppressed has been explored in a range of school, agency, and other public 
asion) settings as an actual precursor to empowerment and action (Boal, 1979, 1995; Cohen-Cruz 
‘ators and Schutzman, 1994). 
ion of 
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g com- Point, Counterpoint 


ier 39: 
roce- 
P Purpose 
ed The Point, Counterpoint response strategy was developed by Rogers (1987, 1990, 1991) as 
tive i t a way of helping students “build a repertoire of interpretative strategies” for dealing with 
explore i complex stories. 
a as a n 
nal Ed. Rationale 
within Rogers (1990, 1991) contends that students should be encouraged to develop their own in- 
Hs 55: terpretations of stories rather than acquiesce to either conventional interpretations or the 
pact oh imposition of a teacher's view of the selection. As she stated: 
l class- during discussions of literature there is a reliance on examining standard elements of the text 
grating (e.g., setting and plot) and building toward a conventional interpretation or “class theme” in- 
ol. Ur- stead of building on the transactions between readers and texts. (1990, p. 278) 
of En- 
SSTOO! " 
ia According to Rogers (Rogers, 1990; Rogers, Green, and Nussbaum, 1990; Rogers, 
he spo- 1991) students need practice in dealing with the subtleties of complex narrative, drawing 
scribes upon textual and extra-textual information to derive their own interpretations rather than 
adopting the singular and sometimes didactic interpretation of a teacher. With this in mind, 
nad i Rogers (1990, 1991) has explored the viability of carefully guided response-based discus- 
ects of sions of literature. In particular, for purposes of alerting students to the variance that may 
exist across understandings of themes as well as elements (e.g., character traits) which in- 
ood, J. form various interpretations, she has developed procedures for soliciting interpretations 
Hand- from students, and engaging students in comparisons and contrasts of these interpretations 
* ms together with interpretations offered by professional critics. As she states: 
xms of 3 
xg read- The key to the strategy is that the students begin with their own responses and move toward 
; more public and generalized interpretations. Interpretive authority is shared among the 
ining to | teacher, the students and professional critics, but final interpretations rest with individual 
through students. (1990, p. 281) 
ed vol- 
ons ex- . 
Intended Audience 


Drama 


id hand Rogers (1990, 1991) developed the strategy for use with advanced high school students en- 
. Heath, gaged in interpreting literature. With some adaptation, the strategy might be suitable for use 
cy edu- with students at various levels. 

nicative 
Scusses 
ctments 
ee The strategy consists of three stages: 
sportive 
jerspec- 
üguistic 


Description of the Procedures 


| 
| 
1. Initial written responses to story | 
2. Discussion of class responses and themes along with the interpretations of profes- 
sional critics 
3. Development of final responses 
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Stage 1: Initial Written Responses to Story. ïn the first stages, Rogers (1990) suggests 1 
that the students should read the story and jot down any responses that come to mind (e.g, { 
what the story reminds them of, personal reflections, confusions, questions, and so on), 
Upon completion of students’ reading, Rogers (1990) has them develop a preliminary essay 1 
relating their interpretation of the story—in particular, discussing themes they feelaresig. | 
nificant. To illustrate, Rogers (1990) acquired the following initial responses from students 
after reading “A Clean Well-Lighted Place" by Ernest Hemingway. 


Think of your home. Everyday you come back to it and you cook and watch T.V. and sleep 
in it. People are there to talk to you and understand you. This is not the case for the old man 
in the story. The story centered on the difference between his home and the cafe that was “a 
clean, well-lighted place." 

Ithink this story is about the difference between young and old. It shows that the 
younger waiter and the younger generation only care about themselves. The young waiter 
just wants the old man to go home and even says he wishes his suicide attempt had been suc- 
cessful, which is extremely insensitive. The older waiter sympathizes with the old man and 
is more sensitive to his wanting to stay in “a clean, well-lighted place.” 

Itis through the waiter’s introspection that Hemingway expresses his theme that some 
people believe that everything is nothing and is worth nothing and how nothing really mat- 
ters. However, he still believes he should try to make everything as nice as it can be. He is a 
realist and an idealist at the same time. 


Stage 2: Discussion of Responses. The second step in the Point, Counterpoint strategy 
involves a discussion based on the written responses. The goal of the discussion is to have 
students elaborate upon their responses and then compare them. The teacher's task is to fa- 
cilitate the elaboration and comparison of interpretations while maintaining the stance that 
a variety of interpretations are reasonable. The following is an excerpt from the class dis- 
cussion of “A Clean Well-Lighted Place" that Rogers (1990) guided. Please take special 
note of the discussion leader's (T's) role. During the discussion, the leader points out dif- 
ferent kinds of strategies that the readers used and contrasts the elements that informed 
these various interpretations. 


T: Quite a few of you wrote about the theme of young vs. old in this story in terms 
of the younger waiter and the older waiter. Let's see, Bob, do you want to start by 
telling us why you thought that was an important theme? 


BOB: lremember putting that as one of two themes. It was basically because of the 
differences in what the two waiters thought of themselves and other people. The 
young waiter was very concerned about himself and he just kept saying, I just want 
to go home and go to bed, and the older waiter feels more concern with the people 
and the world around him. And he showed that by opening the cafe to people who 
might need it. 

JOAN: Well, I think the light versus dark theme is more important. It kind of goes 
along with the young and old theme because, well, the light imagery goes with the 
old waiter because he liked the lighted place and that was a bright place. And also 
the younger waiter liked the dark place, the cafe. Well, that’s what I thought. 

T: Karen, you mentioned the light and dark theme but you saw it a little differently. 
Can you tell us about that? 


'ho 
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KAREN: What I thought about the light and dark theme was that the old waiter is 
dark and the younger waiter is light because the older waiter and the old man had 
to go to light places and couldn’t sleep until it was light, but the young waiter al- 
ready had light in his life—a wife and comfort—so he didn’t need the light. 


T: So he didn’t have to seek it out. 
KAREN: Yes. 


T: So either way, we might say that the contrasting images or themes of lightness 
and darkness are central to our interpretation of the story. 


Rogers (1990) suggests that sometimes the teacher may want to bring in professional criti- 
cal pieces about a story as a means of illustrating the range of interpretations and interpre- 
tative strategies. For example, Rogers used the following critical pieces of “A Clean 
Well-Lighted Place” as a means of expanding the students’ views of the range of possible 
interpretations viable for that story. 


Though we have reason to believe Hemingway’s heart is in the waiter’s prayer to nada, we 
also know that his heart is with the waiter in his desire to provide a clean well-lighted place 
for all the solitary wanderers who must face the bitterness of nada, Unlike some other of 
Hemingway’s stories, in which the characters are allowed to speak for his values without 
having earned, as it were, the right to do so, in this story the author’s spokesman carries real 
power. Expressing a mood of bitterness against the darkness combined with a determination 
to fight the darkness with light—if only the clean, well-lighted place of art itself—the story 
can accommodate a dramatized spokesperson of a very simple, direct kind. (Booth, 1983). 

[Hemingway's] style, with its avoidance of syntactical subordination—the linguistic 
tool with which we arrange the items of our knowledge to show priorities or relationships of 
cause and effect—carries a large philosophical implication: the suggestion that life is ulti- 
mately meaningless. (Lodge, 1971). 


Stage 3: Development of Final Responses. The third stage of the Point, Counterpoint 
strategy involves the students’ revising their initial interpretation. Rogers (1990) suggests 
directions somewhat similar to the following: 


You now have an opportunity to rewrite your original essay. Feel free to incorporate any of 
the ideas discussed or any other reflections you may have. But, remember to back up your 
ideas or explain how you arrived at your ideas. 


Ideally, the development of final responses takes the form of a self-assessment, including 
statements by students that either allude to their uncertainties or attribute a perspective to 
their viewpoints. Some of Rogers’ (1990) examples will illustrate: 


Although even after the class discussion I’m not absolutely sure what the meaning of this story 
is, I have discovered a few themes, the theme of lightness and darkness and the theme of old 
versus young. It seems like the young people, such as the young waiter and the couple who 
walk by in the beginning of the story, somewhat seem to live more and thrive more during the 
daylight, while the older people, even though they needed light, were more like night people. 
So the light and dark theme can be incorporated into the young and old theme because the views 
and tastes of the older people throughout the story are contrasted to those of the young people. 
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My interpretation of “A Clean Well-Lighted Place” focuses on the older waiter. He 1 
desires a clean, well-lighted place because he fears darkness which symbolizes nothing, So 1 
he also fears nothing. He fears darkness and nothing because of his lack of confidence: “No, 
Ihave never had confidence.” Another sentence that parallels this lack of confidence and his § 
preference for light: “In the daytime, the street was dusty, but at night the dew settled the 
dust.” The unsettled dust represents his lack of confidence. Because of his insecurity and 4 
fears, the older waiter prefers cleanliness and light. 3 

The old waiter says that light and cleaner is better, while the young waiter thinks and 
acts as if it is not important. For instance, when he pours the old man a drink he did it very 1 
messily. The older waiter, and probably the older man, don't like the dirty bars. The older 
waiter thinks light is better. These things all show how the old and young theme and light and. | 
dark theme are important and intertwined. 


Cautions and Comments 


The Point, Counterpoint strategy proposed by Rogers (1990) represents an attempt to help 1 
students develop a more thoughtful approach to reading and interpreting complex literature, 
It offers teachers a framework by which they can do the following: (1) expose students to 4 
various interpretations; (2) engage students in a comparison of the elements that inform 
these different interpretations; and (3) encourage students to reflect on and self-assess their | 
own interpretations. A major and worthwhile goal of Point, Counterpoint is helping stu- ! 
dents attain perspectives on their own interpretations and the procedures for doing so. The 
self-assessments and reflection, which are apparent in the written response Rogers has offered 
as illustration, suggest that the Point, Counterpoint achieves this goal. Indeed, Rogers (1991) 
has acquired some empirical support for this claim in a study involving a detailed analysis of 
selected students who were involved in using the strategy across a three-week period. 
Nonetheless, among several key questions remaining to be answered are: What are the char- 
acteristics of teachers, students, and curriculum that contribute to or detract from its use? Does 
the strategy contribute to sustained consideration of Points and Counterpoints by students? 
The strategy lends itself to a number of adaptations. For example, the students might 
be encouraged to respond to the selection with sketches, which are then shared and revised. 
In this regard, some of the procedures proposed by Harste and associates for Sketch to 
Stretch (this unit) might be enlisted. The strategy also might be extended to require students 
to co-author a final essay incorporating or contrasting selected interpretations. Activities 
akin to televised reviews by opposing critics might be proposed. Finally, some considera- 
tion might be given to the possibility of helping students become independent users of the 
Point, Counterpoint strategy. Perhaps students could be encouraged to initiate dialogues 
with others and themselves as a means of prompting a consideration of different possible 
interpretations of stories. 
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The Response Heuristic (Bleich, 1978) is designed to promote students’ response to litera- 
ture by helping them independently analyze and interpret literary texts. 


Rationale 


Answering questions after reading is the most frequently used means to get students to re- 
spond to text material, literary or otherwise. Unfortunately, questions rarely provide stu- 
dents with sufficient structure to enable them to evaluate ideas as they are encountered. In 
addition, students may become dependent on external prompts in their efforts to react to lit- 
erature, i.e., they rely on teacher questions to stimulate their thinking. Thus, students do not 
gain a structure for their own independent analysis of text and may not be able to react be- 
yond a mere literal parroting of it. 

In order to move beyond a literal repetition of text, students need to be able to use 
their prior knowledge in conjunction with the text information. Thus, comprehension be- 
comes a shared experience between reader and text or, as Petrosky (1982) stated, compre- 
hension occurs "through some kind of structured response that leads to a dialectic which 
represents the interaction of readers with a text" (p. 21). 

A number of reading and language educators (e.g., Tierney and Pearson, 1983) have 
suggested that reading is a composing process. In other words, comprehending text and 
composing text are seen as the same process—both are acts of understanding—and lan- 
guage use is viewed holistically rather than as a series of discrete pieces. Writing, therefore, 
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may provide the best means to represent students’ understandings of text, if reading jg 
viewed as a composing process and not merely as an act of recall prompted by questions, 4 

One strategy for responding to literature that provides students a structured responsa 
format as they interact with text, and that views reading, writing, and responding all as as4 
pects of understanding, is the Response Heuristic (Bleich, 1978). Bleich stated that the only; 
way to show understanding is for readers to become writers who express their understand- 
ings of the text in their responses. Comprehension, then, means expressing in writing a re- 
sponse to explain the connections that readers make between their reality (prior knowledge) 
and the texts they create in light of that reality. Thus, unlike recall models of comprehen- 
sion, the Response Heuristic provides readers the means to discuss their thoughts and feel. 4 
ings while at the same time making meaning by writing an explanatory response to their! 
reading. Bleich believes this approach to literature response represents comprehension | 
more accurately than the use of questions. 


Intended Audience 


The Response Heuristic may be used with all students once they have attained the ability to 4 
express themselves in writing. Thus, it is probably most appropriate when used with upper 
elementary and with older students as a means of getting them to respond to literary texts, 1 


Description of the Procedures 


The Response Heuristic asks students to react in writing in the following three-part format: 


1. Text perceptions 
2. Reactions to the text 
3. Associations with the text 


1. Text Perceptions. Since free response to text has a tendency to lack focus and be ] 
sketchy, the Response Heuristic is designed to get students to structure their responses ina i 
more focused manner. The Response Heuristic begins with references to the text read. It is 
simply a statement of what a reader sees in the text. For instance, if the Response Heuristic 
were being used in conjunction with “Richard Cory” by E. A. Robinson and popularized by 
Simon and Garfunkel in song, some references to the text might include the following: 


Richard Cory was a gentleman admired by all. He was polite and rich, and everyone wished 
they were in his place. 


2. Reactions to the Text. Once some references to the text are given, the next step ofthe 4 
heuristic is for students to react to those references by writing how they felt about them. It‘ 
is at this point in the response that students begin to make some links to their experiences. 
To continue with our example of the poem “Richard Cory,” some reactions might be: 


I can understand how people look at how things appear on the outside, without bothering to 
look further, without bothering to find out what’s going on inside. It’s important to me, 
though, that people go beyond mere appearances. E 
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3. Associations with the Text. The last part of the Response Heuristic is where students 
write about the associations—their feelings and thoughts—that emanate from their percep- 
tions of the text. It is here that the response is further explained by using examples from the 
students’ prior knowledge and beliefs. Associations that might be formulated using our 
“Richard Cory” example are: 


When I was younger, I was big for my age. People, my friends, and family—especially my 
father—told me that I'd make a great football player because of my size. They said I was 
strong and fast enough to be a great back. But nobody—not a single person—bothered to ask 
me what I wanted. They just told me what I should do. Sure, I was big enough to play, but 
what good is size if the desire's not there. Besides, I hated football! People were just re- 
sponding to how I looked and what I had, just as people did with Richard Cory. 


Cautions and Comments 


Key to the success of the Response Heuristic, or any other literature response technique, is 
what happens after students have responded in writing. It is essential that a sharing/discussion 
of students’ individual responses take place. In this way, readers can see how others have in- 
terpreted a literary text and can see that a variety of thoughts, feelings, and opinions, and rea- 
sons for them, can exist about the same text or topic. Readers can begin to treat their responses 
as critical statements that need to be examined and discussed. In addition, they can treat their 
writing as drafts to be refined, revised, and edited. Following such a procedure, students gain 
experiences in reading, writing about what was read, discussing others' thoughts about read- 
ing, critiquing others’ writing, and editing and revising. 

Another concern in using the Response Heuristic is the teacher’s role. If an offshoot 
of this literature response strategy is to create a community of readers and writers, then 
teachers cannot remain outside observers. They must become part of the context in which 
the Response Heuristic is taking place. Teachers also need to read and write and share their 
unique perspectives with students. If the procedure is to work, it will work best with teach- 
ers who are alert to the models that students are being provided and are either finding ap- 
propriate peer models or acting as models themselves for students. 

The Response Heuristic is one way to approach response to literature. Indeed, the fol- 
lowing frameworks for examining responses to literature strategies are recommended as 
possible alternatives to the Response Heuristic. They represent alternative frameworks by 
which teachers might structure response activities or reflect upon students’ comments. They 
represent ways by which students might begin to analyze the actions and motives of char- 
acters, etc. 


1. Transactional analysis structures (Readence and Moore, 1979) based on the experi- 
ences that describe all transactions between individuals as set forth by T. A. Harris (e.g., 
withdrawal, rituals, pastimes, activities, games, and intimacy). 


2. Stages of moral reasoning (Readence, Moore, and Moore, 1982) based on Kohlberg’s 
view of the sequence by which Western cultures develop moral standards, for example, in 
simple terms Kohlberg’s stages are punishment/obedience, the marketplace, good boy/nice 
girl, law and order, social contract, and universal ethics. 


376 UNIT 10 


3. Stages of confronting death (Moore, Moore, and Readence, 1983) based on individi 
uals’ reactions to death as described by E. Kübler-Ross. These stages include denial, ange 
bargaining, depression, and acceptance. 
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Sketch to Stretch 


Purpose 


Sketch to Stretch is intended to help readers use sketches as a means of exploring, express- | 
ing, and sharing interpretations of selections. 


Rationale 


Sketch to Stretch was originally developed by Jerome Harste, Carolyn Burke, Marjorie 1 
Siegel, and Karen Feathers at Indiana University. The rationale for Sketch to Stretch is tied 
to the notion of transmediation—that is, taking meanings in one communication system and 


Petrosky, A. R. 1982. From story to essay: Reading andi 
writing. College Composition and Communication 
33; 19-36. A discussion of the connections between] 
reading, writing, and response to literature, includ 
ing some examples of the Response Heuristic, 
Probst, R. E. 2003. Response to literature. In J. Flood, J; 
Jensen, D. Lapp, and J. R. Squire (Eds.), Hang. 
book of research on teaching the language arts,4 
Vol. H. New York: Macmillan, 814-824, Explores 
issues and research concerning response to litera. 
ture, including classroom-based studies. 
Purves, A. C., L. Papa, and S. Jordan (Eds.). 1994. Ency-3 
clopedia of English studies and language arts,’ 
New York: National Council of Teachers of En- 
glish. This encyclopedia has more than 800 anno. 1 
tated entries/topics that succinctly address this.4 
topic and related areas. 
Readence, J. E., and D. W. Moore. 1979. Responding to 
literature: An alternative to questioning. Journal of i 
Reading 23: 107—111. Examines the use of trans- $ 
actional analysis structures as a strategy for stu- § 
dents' independently responding to literature. 1 
Readence, J. E., D. W. Moore, and S. A. Moore. 1982. 
Kohlberg in the classroom: Responding to litera- 4 
ture. Journal of Reading 26: 104—108. Delineates 
the procedures for using the stages of moral devel- 
opment as a technique for literature response. 
Tierney, R. J., and P. D. Pearson. 1983. Toward a compos- 
ing model of reading. Language Arts 60: 568—580. 
Discusses the notion that both reading and writing § 
are composing processes. 1 
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recasting them in terms of another system. It assumes that recasting meanings in a visual 
medium (sketches) allows for the generation of new meanings and the achievement of in- 
sights as a result of shifting media. In addition, it affords the reader a means of capturing 
meanings in art that may not be able to be captured in verbal responses. 

Sketch to Stretch also places a great deal of emphasis on the assumption that it is im- 
portant for students to realize that different readers generate different interpretations and 
that even the same reader may have more than one interpretation of a selection. With this in 
mind, integral to Sketch to Stretch are opportunities for students to have others react to the 
interpretations as well as share their own, and to revise their interpretations based upon 
these various inputs. 


Intended Audience 


Sketch to Stretch is appropriate for use by readers at any age level. 


Description of the Procedures 


Tn short, Sketch to Stretch involves having students generate a sketch depicting their inter- 
pretations of a text or event and then sharing it with a small group of classmates who offer 
their interpretations of each other’s sketches. 

Sketch to Stretch requires that students have a copy of a reading selection plus paper, 
pencil, and crayons. Harste, Short, and Burke (1988) suggest placing students in groups of 
four or five. In conjunction with reading a selection, the students are asked to think about 
the selection and draw a sketch of “what the selection meant to you or what you made of the 
selection. ...” (p. 354). 

Harste, Short, and Burke (1988) emphasize that it is important to do the following: 
(1) encourage students to experiment, (2) alert them to the fact that there are many ways of 
representing meanings, (3) help students focus on interpretation rather than on artistic tal- 
ents, and (4) provide them ample time so that they are not rushed. 

When the sketches are complete, each person in the group shares his or her sketch 
with other group members. Without the originator of the sketch's telling other group mem- 
bers of his or her interpretation, each group member says what he or she thinks the artist is 
attempting to say. Once everyone has been given the opportunity to suggest an interpreta- 
tion, the artist presents his or her interpretation. Sharing continues in this manner until all 
group members have shared their sketches. 

Each group selects one sketch to share with the entire class via the overhead projec- 
tor if necessary. Again, class members share their interpretations prior to the artist's and the 
artist's group members' sharing their interpretations. 

Figures 10.1, 10.2, and 10.3 represent some examples of sketches in conjunction with 
work with school-age children. Sometimes, it is useful for students to see examples by oth- 
ers or the teacher so that they have some sense of the possibilities. 

Harste, Short, and Burke (1988) point out that some students may need repeated oppor- 
tunities to try the activity before they begin to experiment with the meanings they are creating. 

In conjunction with sharing sketches, Harste, Short, and Burke emphasize that 
teachers should discuss: (1) why various readers have different interpretations, and (2) that 
differences represent different interests and backgrounds of readers and should not be 
viewed as right or wrong. 
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FIGURE 10.1 Sketch for The Very 
Hungry Caterpillar (Carle 1969). 


Source: Siegel (1984). 


LOVE 


FIGURE 10.2 Sketch for Zra Sleeps Over (Waber 1972) FIGURE 10.3 Sketch for Nana Upstairs, | 
Source: Siegel (1984). Nana Downstairs (De Paola 1972). 


Source: Siegel (1984). 


Follow-up activities suggested by Harste, Short, and Burke (1988) include: 


1. Developing sketches for related texts. 


2. Using sketches in conjunction with doing drafts, presenting written texts, or comple-: 
menting written projects. 1 
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3; Compiling sketches for class books, message boards, and the like. 


4. Extending Sketch to Stretch to doing videos or animation. 


Cautions and Comments 


Siegel (1984) argues that the opportunity to explore interpretations through art (or dance, 
drama, etc.) affords the interpreter ways to access understandings, explore interpretations, 
and consider alternative interpretations. What is important to recognize is that meanings 
cast in a visual medium, such as art, are apt to afford possibilities that more verbally ori- 
ented procedures (e.g., retellings, answers to questions) might not. 
In time past, both researchers and practitioners have restricted themselves to verbal dis- 
plays of “correct” interpretations rather than multimedia illustrations of a variety of interpre- 
[ tations. The research of Siegel (1984) with fourth graders points to the power of this practice 
' Very to enhance displays of understandings and motivate interest in interpretation. In her doctoral 
9). dissertation “Reading as Signification;’ Siegel provides a theoretically rich justification for 
“Sketch to Stretch” and, from working with fourth graders, substantive evidence of its worth. ' 
Ina similar vein, the work of Dyson (19882, 1988b) suggests that transmediation offers learn- 
—-— ers important scaffoldings as well as vehicles for building and sharing meanings. 
As Paula Whitin (2000) noted, “The sketches are metaphorical by nature, so it is im- 
possible to have literal retellings. . . . [T]his strategy [is] effective in encouraging a diversity 
of perspectives about a story, and in using it, many potential at-risk readers as well as 


"stairs, 


mple- 


stronger students become valued literary interpreters" (p. 53). 
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Readers Theatre 


Purpose 


Smagorinsky, P., and J. Coppock. 1996. Exploring artis. 
tic response to literature. In C. K. Kinzer and D. J, 
Leu (Eds.), Multidimensional aspects of. literacy 
research, theory, and practice. Chicago: National 1 
Reading Conference, 335-341. Pursues a case | 
study of a 16-year-old using art in response to 
literature. 

Stephens, D. 1994. Learning what art means. Language } 
Arts 71: 34-37. Discusses the use of art to make 3 
meaning. P 

Whitin, P. 1994. Opening potential: Visual response to lit- 
erature. Language Arts 71: 101—107. Describes the 
use of Sketch to Stretch with middle grades. 

. 1996. Sketching stories, stretching minds. Ports- 

mouth, NH: Heinemann. Provides a rich array of 

classroom based examples of the use of Sketch to 

Stretch. 

. 2000. Inventing metaphors to understand the genre 

of poetry. Journal of the Association for Expanded 

Perspectives on Learning 6: 52-63. Explores Sketch 

to Stretch as a vehicle for understanding poetry. 

. 2002. Leading into literature: Circles through the 

Sketch to Stretch strategy. The Reading Teacher 

55(5): 444-450. Discusses Sketch to Stretch as an 

aid to engagement with students of varying abilities, 


Readers Theatre is a procedure for integrating the language arts and advancing a student's 
motivation to read. In addition, it focuses on improving students' oral reading and interpre- 
tation, as well as their composition and comprehension abilities. 


Rationale 


In a book on Readers Theatre, Sloyer (1982) described it in these terms: 


Readers Theatre is an interpretative reading activity for all the children in the classroom. 
Readers bring characters to life through their voices and gestures. Listeners are captivated 
by the vitalized stories and complete the activity by imagining the details of scene and 


action.... 


Used in the classroom, Readers Theatre becomes an integrated language event 


centering upon oral interpretation of literature. The children adapt and present the material 
of their choice. A story, a poem, a scene from a play, even a song lyric, provide the ingredi- i 
ents for the script. As a thinking, reading, writing, speaking and listening experience, Read- 
ers Theatre makés a unique contribution to our language arts curriculum. (p. 3) 


Unlike many of the strategies described in this book, Readers Theatre has emerged | 
largely from the hands of teachers as they have crafted its use in the classroom. The ra- 
tionale for using it stems largely from the enthusiasm with which students are drawn to it. 
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Reading material that was drab and unappealing in normal classroom circumstances be- 
comes alive, exciting, and interpretable when done in conjunction with Readers Theatre. 
Apart from its motivational value, what contributes to the worth of the procedure are the 
reading, writing, and listening skills that are refined in conjunction with the development 
and redevelopment of a script and its performance. What drives Readers Theatre is the 
performance, rather than some arbitrary determination of what is satisfactory by the 
teacher. 


Intended Audience 


Readers Theatre can be used with students at all age levels regardless of their abilities. 


Description of the Procedures 


Readers Theatre involves students in the process from start to finish. Students select their 
own material, adapt it for presentation to the class, and portray the characters in perfor- 
mances to classmates and others. The steps that might be used in guiding the process are de- 
scribed below. With slight variation these steps are based upon those offered by Sloyer 
(1982). 


1. Selecting Material. A great deal of care needs to go into the selection of materials. 
Certainly teachers must judge for themselves the interests of their students. But what scems 
desirable are tight plots with clear endings and suspense, interesting characters, lively dia- 
logue, and appealing themes. Other than the dramatization of stories, poems, popular songs, 
advertisements, and other types of text lend themselves to use in Readers Theatre. For vari- 
ation, sometimes the dramatization can be done in the form of a musical, a TV newscast, or 
a documentary. 


2. Getting Started. A classroom discussion about theater or a movie is a natural spring- 
board for Readers Theatre. The discussion should be both open-ended and focused on what 
it would take to change a book into a movie. 


3. A Sample to See and Read. Once students have brainstormed about play- or 
moviemaking, they should be introduced to an example of a short story for which a script 
exists. The students should be given an opportunity to read both versions and discuss the 
types of adjustments that were made in changing the text from a story to a play and other is- 
sues that need to be considered if the play is to be performed. 


4. Plan for an Adaptation. Using the story for which there already is a script as a 
model, the students are encouraged to choose another story from their readers or some 
other source for them to adapt. A short story or a single scene from a story that students 
will not find difficult to make into a play is recommended. Before any adaptation takes 
place, students should read or reread the story and discuss elements of story that are key to 
its dramatization. These include the characters and their attributes, the plot, the theme, and 
the setting. ` 
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5. Adapt the Story. For purposes of adapting the story, use larger poster paper, an overs 
head, or the chalkboard. Place the title as well as the time, setting, and list of characters onf 
the poster. Then discuss the adaptation. 


3. Depending on the story, the students might discuss: 


The characters in the story and what each says 


The role of the characters and the narrator (sometimes a character can act as narrator: 
at other times, an observer who is not part of the action may). In order to give more stu- 
dents an opportunity to participate, the students may decide on two or more narrators; | 


The events, descriptions of feelings or observations and how they might be included 
in the play as action, sound effects, dialogue, or the narrator's remarks. 1 


b. Following some discussion, write the names of the characters, including the narrator, 
in bold letters in the margin of the poster. Write the lines assigned to each character next to 
his or her name. Once the skeleton has begun to develop, encourage the students to make 
the language more interesting and realistic. If there are characters with no or very few lines, 1 
have them suggest revisions so that they have more to say. 


c. Once the script is completed, reproduce it for performance. The fable "The Shep- 
herd's Boy and the Wolf" and an adaptation are shown in Figures 10.4 and 10.5. 


6. Preparing for Theatrical Production. In preparing for the theatrical production, stu- 
dents need to be introduced to some aspects of stage craft, including working out the positions 
and actions of the readers on the stage. For this purpose, students can be introduced to the dif- 
ferent areas on the stages where action might occur and characters might stand or move. Props 1 
and body movements can be discussed and notes made by the students as they discuss what 
should occur in their play. To assist the students, time might be provided for warm-up exer- 1 
cises in which students experiment with expressing themselves with body actions. 
Likewise, students should be given an opportunity to discuss and experiment with 1 
their lines. Again warm-up exercises might be used as a means of exploring different voices 
(angry, friendly, frightened), as well as appropriate pauses and pacing. | 


FIGURE 10.4 The Shepherd's Boy and the Wolf 


A Shepherd's Boy was tending his flock near a village, and thought it would be great fun to hoax the 
villagers by pretending that a Wolf was attacking the sheep: so he shouted out, “Wolf! Wolf!” and 
when the people came running up he laughed at them for their pains. He did this more than once, and 
every time the villagers found they had been hoaxed, for there was no Wolf at all. At last a Wolf 
really did come, and the Boy cried, “Wolf! Wolf!" as loud as he could. But the people were so used 
to hearing him call that they took no notice of his cries for help. And so the Wolf had it all his own 
way, and killed off sheep after sheep at his leisure. 
You cannot believe a liar 

even when he tells the truth. 
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FIGURE 10.5 Adaptation 


“The Shepherd’s Boy and the Wolf” 
NARRATOR I: A shepherd’s boy was tending his flock near a village, and thought it would be great 
fun to hoax the villagers by pretending that a wolf was attacking the sheep: so he shouted 
Boy: Wolf! 
NARRATOR I: And when the villagers came running up .. . 
VILLAGERS: Wolf? Where?! 
Narrator I: he laughed at them for their pains: 
Boy: Haha...Ihad you fooled! 


NARRATOR I: He did this more than once, and every time the villagers found they had been hoaxed, 
for there was no Wolf at all. 


Boy: Haha... 

VILLAGERS: (grumbling) That boy! He’s fooled us again. Look at him laugh. 

Narrator II: At last a wolf really did come . . . 

WoLr: Yum yum! Look at those tasty lamb chops! 

Narrator II: and the Boy cried... 

Boy: Wolf! Wolf! 

NARRATOR II: as loud as he could. 

Narrator I: But the people were so used to hearing him call that they took no notice of his cries 
for help. 

VILLAGERS: Ignore him. He only wants to laugh at us. He's a liar. 

Narrator II: Meanwhile, the wolf had it his own way, and killed off sheep after sheep at his leisure. 
ALL: But no one ever came to help, for you cannot believe a liar even when he tells the truth. 


With large groups of students, the teacher may wish to organize different casts and 
production teams. A production team might include a director, a lighting engineer, a sound 
effects engineer, and a stage manager. 

Once the students and teacher feel satisfied with issues of staging, students should be 
given an opportunity to rehearse with their cast. It should be noted that in Readers Theatre 
students read their lines. Memorization of a script is not pursued. 


7. Performing the Play and Follow-Up. A language event does not end with the per- 
formance of the play. Once students perform, the teacher and class discuss how the differ- 
ent characters were portrayed and other aspects of how the play was staged. These 
discussions serve a variety of functions. Not only do they give the students feedback, they 
also introduce students to the possibility of revision and further refinement of a play as well 
as techniques and procedures that might be used in subsequent productions. 


8. Preparing a Full-Length Program. Now that the students have worked through 
the process of adapting and performing a short story, they are ready to go on to longer 
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productions, adapting other types of text, experimenting with different types of scripts, ang 
trying out variations in how a play is staged. For this purpose, a number of different teams4 
might be organized. During adaptation of the story, different segments might be parceled } 
out to different work groups. During the planning of the performance, different groups can 4 
be involved in directing, performing, or being theater critics or reviewers. 


Cautions and Comments 


For over two decades, Readers Theatre has been used in classrooms by teachers who have 
reported the benefits of the approach with enthusiasm. In an age of musical videotapes and 1 
young moviegoers, students not only enjoy being actors and members of an audience, they 1 
also are attracted to moviemaking and playmaking. Readers Theatre provides students an 
opportunity to learn about plot, characterization, and some of the less tangible features of 
stories such as theme, voice, and mood. Students can also explore a variety of subject mat- 
ters through Readers Theatre, as Young and Vardell (1993) point out. Furthermore, this : 
learning involves participating rather than observing, is child-centered rather than teacher- 1 
directed, and is goal-directed rather than arbitrarily required. Certainly it is impossible to 1 
incorporate Readers Theatre into a classroom and not enjoy these types of capabilities. [ 

Technology, in the form of word processing, may be beneficial to Readers Theatre ac- | 
tivities, particularly during the process of developing the script. Additionally, there are spe- | 
cial word processing programs just for producing drama script format. 

Care should be taken not to initiate goals that surpass student capabilities. Sometimes 
ateacher may try to do too much or have overly high expectations for staging a play. Indeed, 
one of the advantages and disadvantages of Readers Theatre is the extent to which it for- : 
malizes what in many classrooms occurs rather incidentally and spontaneously. The for- 
mality of the procedure extends the use of dramatization of a story to the development of 
more precise reading, writing, and oral interpretation abilities. At the same time, the for- 
mality of the procedure may detract from the frequency with which teachers encourage stu- 
dents to project themselves, dramatize story segments, and explore different voices as they 
read different stories on a more frequent and incidental basis. 

Although Readers Theatre is used as a means of adapting literature and for purposes 
of learning about dramatic form and elements, its uses extend to exploring certain key is- 
sues (similar to Process Drama and Theater of the Oppressed described in this unit) and as 
a means of exploring topics in science and other subjects. Readers Theatre has the potential 
to bring to the fore complexities, multiple perspectives and multiple voices in a manner that 
may not be as forthcoming in other modes of presentation or exploration. 
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UNIT OVERVIEW 


It should come as no surprise that a number of educators argue for reading instruction that 
allows students the opportunity to interact with one another about what they read. They 
lament what appears to be the status quo—namely, teacher control of the floor, limited ex- 
tended interchanges between students and teachers or among the students themselves, and 
students’ view that the end goal is achieving a single correct response to a text, Further, 
most literacy theorists and practitioners concede that meanings are socially constructed, 
whether meanings are shared or informed by and across communities of learners. To be 
literate involves not only learning from others but also learning to be literate with others 
(Bloome and Green, 1984; Rogers and Soter, 1997). 

In the late eighties, discussion and cooperative learning received an increased amount 
of attention as educators became interested in the aforementioned issues and adopted a 
view of meaning making that encompassed the social nature of literacy and the influence of 
peers on learning. In particular, recent reviews of research (e.g., Morrow and Gambrell, 
2000) have indicated that in discussion groups students have shown the ability to construct 
meaning and evaluate text as well as demonstrate strategic reading behaviors such as inter- 
preting, predicting, and generalizing. Further, the National Reading Panel (2000) empha- 
sized that cooperative learning increases reading comprehension. 

The present unit includes a description of a few representative strategies. However, it 
should be noted that other units include procedures that could be considered cooperative 
and Drama, and Responding to Reading as Writers and Genre Study, include several strate- 
gies incorporating the use of peer interaction and discussion. A somewhat expanded list of 
references to discussion strategies follows this overview. 

The present unit includes four discussion and cooperative learning techniques. 


Literature Circles. Literature Circles afford students at various ages opportunity to 
engage in student-led discussion groups around self-selected readings as a way of 
making classroom interactions around reading richer, more dynamic, more real, and 
more collaborative. 


Great Books’ Shared Inquiry. Shared Inquiry is the discussion procedure suggested 
by the Great Books Foundation. The discussion procedure features interpretive 
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reading and group discussion of selected works using a rather structured approach io | 
ensure that responses are text-based and that respondents are fully involved. 


Conversational Discussion Groups. Conversational Discussion Groups involves cre. 1 
ating an environment using a selected stimulus and ground rules for discussion that 
mimic an “outdoor cafe” conversation in hopes of motivating and enhancing student 


involvement and comprehension. 


Jigsaw. Jigsaw is considered a cooperative learning technique directed at having sty. 1 
dents develop expertise in certain topic areas and then using this expertise to inform 


group members, 
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Te- g i 
mm that 4 H 
tudent | Literature Circles il 
| 
ng stu- | Purpose 
inform Literature Circles are intended to afford students at various ages opportunity to engage in 


student-led discussion groups around self-selected readings as a way of making classroom 
interactions around reading richer, more dynamic, more real, and more collaborative. 


| Rationale T 
onu 1 | Literature Circles appear to have emerged (and continue to emerge) as a practice in con- j 
rartners | junction with educators exploring ways of engaging students in meaningful discussions of 
| literature in their classrooms in combination with considering shifts in our thinking about 
muffled j the nature of response, comprehension, and the roles of discussion and collaboration as well 
student 1 i as the importance of student engagement and self-monitoring. It may be impossible to de- | 
5. Sug- tail the various threads that have contributed to the development of Literature Circles. In | 
talking i some ways, Literature Circles represent a practice which teachers developed, modified, ex- 
ig liter- | tended, adapted, borrowed, explored, revamped, and then further developed as they consid- 
26-35. ered its possibilities, including its marriage to other practices. Across the suggestions for ; 
in play 1 Literature Circles, there are elements which have their roots in other forms of student-led 
ays for 1 discussions, cooperative learning, learner-centered forms of assessment, author cycle, com- 
»rature- ; prehension development, and other developments. Certainly, the practice is most directly 
l, P. B. E tied to an amalgamation of independent reading and collaboration. 
(Eds.), 5 Kathy Short and Gloria Kauffman are credited with coining the term Literature Cir- 
ahwah, 1 cles in conjunction with their research based upon observations of a teacher and the role and 
tehon 1 nature of small group discussions of literature. Later, the practice was described in Short, 
D dead: Harste, and Burke's book Creating Classrooms for Authors. Harvey Daniels, in collabora- 
tific re- | tion with various teachers, has been responsible for much of the development and articula- WI 
cations tion of the steps and elements that constitute the approach as well as discussions of its merit 1 
groups. and roots. His book Literature Circles: Voice and Choice in the Student-Centered Class- | 
oe room serves as the primary reference for the practice. ! 
ance of While Literature Circles was invented by teachers, its invention or inventors were fu- 
eled by developments and notions of reading development that have been foregrounded | 
ie over the past 20 years. Daniels suggests the following as foundational to Literature Circles: | ! 
es how 
across = Constructivist views of reading comprehension, which emphasize the strategic nature | 
odds of meaning making prior to, during, and after reading i 
35, Pre- m Reader response theory, which emphasizes the role of personal responses and the l 
nhance contribution of different responses to each person’s emerging interpretations 
m The importance of independent reading to improvement in reading ability 
FAS m The role of scaffolding by teachers and peers as support for readers and, tied to this 
out lit- 


scaffolding, the importance of predictability, playfulness, a focus on meaning, role 
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playing, and role reversal as well as modeling and developing a language for talking | 
about books 
The importance, contribution, nature, and role of successful collaborations, including 1 
the power of group dynamics and its essential elements (clear expectations, mutually 
developed norms, shared leadership and responsibility, open channels of communi- 
cation, diverse friendship patterns, and conflict resolution mechanisms) 

Detracting from the power of heterogeneous grouping 

The importance of a balanced instructional program 


Intended Audience 


Literature Circles can be used in most settings with students of various ages. 


Description of the Procedures 


Harvey Daniels (1994) describes Literature Circles as follows: 


Literature circles are small, temporary discussion groups who have chosen to read the same 
story, poem, article, or book. While reading each group-determined portion of the text (ei- 
ther in or outside of class), each member prepares to take specific responsibilities in the up- 
coming discussion, and everyone comes to the discussion with the notes needed to perform 
that job. The circles have regular meetings, with discussion roles rotating each session. 
When they finish a book, the circle members plan a way to share the highlights of their read- 
ing with the wider community; then they trade members with other finishing groups, select 
more reading, and move into a new cycle. Once readers can successfully conduct their own 
wide-ranging, self-sustaining discussions, formal discussion roles may be dropped. (p. 13) 


Accordingly, some of the essential elements are: 


Students choose their own reading materials. 

Based upon these choices, small temporary groups are formed. 

These different groups read different books. 

Regular times are scheduled to meet and discuss these books. 

Readers are encouraged to use notes, post-its, or study guides as they read from dif- 
ferent perspectives or stances. 

Discussions are student led and are intended to be natural and open, affording digres- 
sions, personal connections, and open-ended questions. 

Teachers are facilitators and monitors of the groups, but not participants. 

Students are expected to play rotating roles in the group, inchidiñg introducing top- 
ics, issues, and questions for discussion. 

When books are finished, the readers share with classmates and then new groups are 
formed. 

Evaluation involves a mix of observations by the teacher, portfolios, other informal 
procedures, and various forms of student self-evaluation. 

Playfulness and fun are seen as key elements. 


Literature Circles will be described using the following: (1) introducing Literature Circles, 
(2) roles, and (3) monitoring and observations by the teacher. 
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Introducing Literature Circles. Daniels (1994) suggests that students may need differ- 
ent types of orientation depending upon their sophistication—especially in terms of their his- 
tory of collaborative experiences. Students more accustomed to group activities might be 
provided with a range of material from which they are expected to choose and then based 
upon these choices negotiate for themselves groups of four. Upon forming these groups, they 
might be introduced to the roles that they are to play as they read and in discussions. They 
are then assigned to read the text or sections; at the same time they might be presented 
sheets to guide their reading according to the role that they are assigned or select. When 
everyone has completed the reading of text, the students are placed in discussion groups for 
15-20 minutes with the goal to have a "natural conversation" about the book. The discussion 
director is expected to moderate, including watching the time as well as inviting all students 
to participate. The teacher visits with each group but operates strictly as an observer. Follow- 
ing the discussion there is a debriefing, including a discussion of problems, procedures, etc. 

For the students who are less accustomed to group discussion or unfamiliar or wary 
of roles, Harvey suggests a more gradual introduction to the practice. He suggests begin- 
ning with a single story and single role for the whole class and a discussion of the nature of 
Literature Circles as students participate in small groups and then participate in debriefing. 
Then in subsequent sessions, try other roles prior to using Literature Circles with multiple 
texts and roles simultaneously. He also recommends having students visit other classrooms 
or watch videotape where Literature Circles are taking place or using older or more experi- 
enced students to teach younger or less experienced ones. 


Roles. As Daniels (1994) suggests: “Other than kids and books, the most important in- 
gredient in newly formed Literature Circles is the set of role sheets, which give a different 
task to each group member—both for the individual reading and for the group discussion” 
(p. 60). He has identified two sets of roles for students to use: the first is a rather generic set 
of required roles; the second optional set is keyed for specific kinds of reading. 


Required roles 

Discussion director 

Literary luminary/passage master 
Connector 

Illustrator 


Optional roles 

Researcher 

Summarizer/essence extractor 
Character captain 

Vocabulary enricher/word master 
"Travel tracer/scene setter 


Role sheets are seen as almost essential to support the students in these roles as they read 
and as they discuss. And, while these role sheets per se (see Figures 11.1 through 11.5 for 
examples) are deemed as important scaffolding, Daniels does indicate that he would hope 
that they become unnecessary as students become capable of guiding their own reading and 
discussions within role without these sheets. The sheets do appear to serve as a kind of re- 
minder as well as a way of maintaining focus. 
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FIGURE 11.1 Discussion Director 


Date(s} |... . — — Name 
Group name or members .—— 1. Book 
Started page —____ Ended page 


Your role of discussion director is to guide group discussions, You might develop a list of 
questions that lead to discussions, such as: 


What if something happened that was different or what if you were: 
What if, 
What if, 
What if, 


You might develop questions that have students share their impressions of the story. 


How did you feel about 


What did you like and dislike about 


You might also ask the students to suggest their own question. 


You might also suggest the students make predictions about what might happen next. 


You might have them suggest other stories that this is like and why. 


Can you think of something else that you can do? 
Remember to encourage everyone to say something. 
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Daniels also indicates that they had initially included another required role which 
they have now dropped—called process checker. The process checker was used to monitor 
and rate members of the group. For a host of reasons (the authority of the role, the potential 
for the removal of a student from other responsibilities, the policing function that might 
have occurred), they stopped using this role. 

Sharing projects emanating from the discussions is seen as integral to sharing and mak- 
ing connections across groups. At the end of the Literature Circle, each group is expected to 
determine what they might share and how they might share with the rest of the class. These 
share meetings may last a couple of days and might also afford teachers the opportunity to re- 
view and brainstorm solutions to problems, new possibilities, and issues that arose in groups. 
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FIGURE 11.2 Literary Luminary/Passage Master 


Date(s) — Name 
Group name or members — ———— Book 
Started page — Ended page 


Your role of literary luminary is to select key sections of the book that you think your 
group would find interesting, exciting, fun, or strange, or there may be other reasons. 


You might read it aloud or have someone else do so. Sometimes you can have students 
create sound effects or images. 


Also, have your classmates suggest possibilities. 


Location Reasons for picking Plan for reading/sharing 


1. Page — Paragraph 


2. Page — Paragraph 


3. Page — Paragraph 


4. Page .—- Paragraph 


Topics to be continued tomorrow 
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FIGURE 11.3 Connector 


Date(s) ————— Name 
Group name or members — . Book 
Started page —__-_-__ Ended page 


Your job is to think of ways the story connects to you and other group members. How does 
this connect to school, your own lives outside of school, the community, experiences that 
you have had? 


Are the characters like people you know? 
Is the book like other stories you have read? 
Is the story like stories classmates have written? 


Are there things you might do based upon the story? 


Some possible connections 


Topics to be continued tomorrow 


EXXPXXZYUZZIZZIIIITI TM XE Se ETE SSS OTS SRE OEE A LET LL SLT TS TSN SESE TIUS 


394 


UNIT 11 


FIGURE 114 Illustrator 


Dates) |. 1 Name 
Group name or members Book 
Started page —_ ~~~ Ended page 


Your job is to draw some kind of picture or sketch or other kind of diagram (chart, web, 
cartoon, etc.). You might draw something that you read about or something suggested by 
what you read. 


When the Director asks you to share, you might show the picture, etc. and ask them to 
comment on what it is about prior to sharing what you were trying to do. 


Topics to be continued tomorrow 


FIGURE 11.5 Summarizer 


Date(s) _  . | Name 
Group name or members Book 
Started page 0. Ended page 


Your job is to prepare a brief summary of today’s reading and the key points. 


Summary 


Key points 
1. 
2. 
3. 
Other 


Topics to be continued tomorrow 
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While Literature Circles are not viewed as the only element in the reading program, 
Daniels stresses the need to establish regular daily sessions to pursue Literature Circles 
rather than try to fit these activities into spare moments that arise. For a single book, he sug- 
gests time across several days and sometimes weeks but emphasizes that an ending date 
needs to be specified. During these scheduled periods, he suggests it may be important to 
schedule reading time as well] as discussion time. However, at times, reading assignments 
might be pursued outside of the regular class-times. 
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Monitoring and Observations by the Teacher. Daniels (1994) argues for teacher and 
student engagement in various forms of classroom-based assessment that engages students, 
teachers, and others in decision-making tied to the goals for Literature Circles. They suggest 
including portfolios as well as projects and other artifacts as a way of pursuing a partnership 
with the students which might entail occasional conferencing with the students about 
achievements, improvements, and future goals. While not advocating grading, Daniels does 
offer some suggestions for the elements that might constitute a grade. These are productiv- 
ity, growth, and quality of reading. Productivity includes quantity of reading as well as 
preparation for and participation in the conference. Growth includes application of new 
learnings, variety of books, use of input, and improvement. Quality includes consideration 
for the range and difficulty of material read as well as the sophistication of projects. Again, 
key elements in such evaluations are the artifacts and the teacher’s observations as well as 
student portfolios and conferences. 


Cautions and Comments 


A great deal of the power of Literature Circles may lie in the nature of its ongoing develop- 
ment. Undergirding the practices are years of exploration of its use in different classrooms 
by teachers with a keen idea to improving their practice with an eye to student engagement 
and student improvement. At the heart of Literature Circles are teachers encouraged to re- 
flect upon their practice as they reflect upon their students’ needs. The suggestions for Liter- 
ature Circles are more propositions than edicts. Just as Literature Circles are intended to 
invite students to respond and reflect, advocates of Literature Circles invite others to explore, 
adapt, and extend what they are doing. As Daniels (1994) states: “every good session of lit- 
erature circles I’ve attended departs from the basic definition in some way” (p. 31). 

Certainly, Literature Circles spark student engagement. Numerous testimonies by 
teachers and students serve as evidence of the motivating possibilities of the practice— 
especially the enjoyment and value students see for the different roles they are expected to as- 
sume and the responsibilities they are given. While there appears to be little direct evidence 
of improvement in overall reading achievement, there is indirect evidence based upon care- 
ful study of classrooms that engage in cooperative discussions. Certainly, there is ample ev- 
idence of the worth of student-led discussion groups in terms of the ideas that are explored. 
Daniels and others would argue that Literature Circles can contribute significantly to a 
change in the level of the students’ engagement in reading and an increased interest in both 
reading and sharing. Also, they would suggest that Literature Circles will likely spur con- 
nections across books as well as a more in-depth or far-reaching consideration of themes and 
the big ideas in what one reads. 

In terms of the development of Literature Circles as a practice, Daniels offers sugges- 
tions for how different teachers might introduce Literature Circles to their classrooms and 
addresses several key questions that teachers might confront in their implementation. Per- 
haps missing from current descriptions or needing further development are the guidelines by 
which teachers more astutely observe and support students. Teachers may need more guid- 
ance, including ways to support students, delve into the text more, examine their arguments, 
adopt the perspectives or roles that they do, and address long-term developmental goals for 
Literature Circles. Perhaps more discussion and explorations of connections to other prac- 
tices such as writing or Process Drama might be explored. A more dynamic enlistment of 
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roles might be pursued—where readers are encouraged to adopt more than one role. At the 
same time teachers need to be aware when the role may be confounding the reading. For ex- 
ample, some students tend to focus on their role to the detriment of reading the text. Perhaps 
teachers should look for ways roles might emerge from reading rather than be imposed a pri- 
ori and perhaps supersede the reading and their emergence. 

While Daniels and others address the issue of individual differences and ways to meet 
the needs of a diverse student body, further discussion and consideration seem in order. Cer- 
tainly, linguistic diversity needs to be addressed as well as differences in participants’ ex- 
pectations of the norms for participation in such discussions. 

Finally, Literature Circles lend themselves to use with technologies. Chat rooms 
and threaded discussions might be adapted or incorporated with elements of Literature 
Circles in meaningful ways that afford discussions without need for proximity in either 
time or place. Chat rooms could invite folks from around the world to discuss a text at the 
same time; threaded discussions could allow for extended discussions (sometimes over 
weeks) through the use of e-mail. A powerful characteristic of these discussions might be 
to have a written record, so that shifts in understanding, perspective, or contributions can 


be monitored. 
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Atte S Great Books’ Shared Inquiry 
For ex- i 
ane Purpose 
apri- 4 
1 Shared Inquiry is the discussion procedure suggested by the Great Books Foundation. The 

o meet | Great Books Foundation claims that the procedure achieves a number of goals, including 
“Cer. 4 flexibility, critical analysis skills, reading comprehension, a deeper understanding of self 
ts’ ex- d and others, as well as the motivation and desire to be lifelong learners. 

rooms —j Rationale 

erature 

either Founded in 1947, the Great Books Foundation (GBF) aims to foster the education of chil- 
tat the dren and adults through reading and group discussion of books carefully selected for their 
S over E richness, complexity, literary merit, meaningfulness, appeal, and length. The book selection 
ght be i includes a set of paperbound Great Books and Junior Great Books, as well as reader aids 
ns can and a handbook on reading and discussion. 


The discussion procedure features interpretive reading and group discussion based 
upon what might be considered a rather text-based view of literary interpretation. As the 
Foundation has stated: 


Reading serious literature is a collaboration—a meeting of minds—between author and 
reader. The author provides the complete work, but doesn't tell the reader what to think 


ng dia- about it: the reader must strive to understand, to interpret, what the author is saying. It is 

oen , this interpretative prócess that is the focus of shared inquiry. (Great Books Foundation, 

written 1987, v) 

tations, 

ons in- The Great Books Foundation suggests that questions addressing "specific problems 
: about the meaning of a work" are at the heart of Shared Inquiry. At the start of the discus- 

niger sion, the group leader poses an interpretive issue derived from his/her own reading of the 

DELI i work and for which he/she has not yet developed a satisfactory answer. The group leader 

at were probes the responses of participants with follow-up questions to guide their scrutiny of the 

text, to tie together ideas from the group, and eventually to derive a resolution. The leader 

reating may challenge and probe but must not provide answers. Although the goal is helping read- 

i; ed). ers understand the work, a number of secondary purposes are supposedly achieved. As has 

Tun been stated: 

les. 

> Ido? 

nN. L. By trying out ideas and exchanging and examining opinions, they (participants) build their 


dk and own answers to the interpretive question under discussion, and they develop their own ways 

litera- of understanding the work... participants gain experience in communicating complex 
ssocia- ideas, and in supporting, testing, and expanding their own thoughts . . . participants develop 
acher’s the habit of reflective thinking . . . participants learn to give full consideration to the ideas of 
i others, to weigh the merits of opposing arguments, and to modify their initial opinions if the 
evidence demands it. (Great Books Foundation, 1987, v—vi) 


eading 
Details 
e Aus- A key assumption underlying their approach to integrating a work is tied to an assump- 


tion verging upon the belief that comprehension proceeds from literal to interpretive to 
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evaluative and that the reader's task is to unravel the author's meaning. As the GBR } 
states: [ 


Comprehension and appreciation of the facts of a work lay the foundation for the next leve] 
of reading: interpretation. To interpret a story or essay is to construct explanations of what 
the author wants us to think about. (1987, 2) 


The Great Books Foundation recognizes that both leaders and participants may need time 
and practice to achieve much in the way of success with Shared Inquiry. It also should be ] 
noted that the Great Books Foundation requires group leaders to make a commitment to 
the Great Books program by using their materials and being trained to lead discussion 
groups. 


Intended Audience 


Shared Inquiry is designed for students from the second through the twelfth grade. With 4 
adaptation, it could be used with younger students. 1 


Description of the Procedures 


The following description of Shared Inquiry includes: 


1. Guidelines for leaders preparing for discussion 
2. Guidelines for leading a discussion 
3. Other features 


1. Guidelines for Leaders Preparing for Discussion. The Great Books Foundation 
suggests that group leaders follow a number of steps prior to initiating Shared Inquiry. They 
include: 


1. Reading the selection twice and taking notes addressing insights, questions, interest- 
ing issues, and important points. 


2. Identifying genuine issues of meaning: issues that are puzzling and that lend them- 
selves to alternative interpretations, and from these issues, writing just as many interpretive 
questions. Suggestions are offered regarding possible sources for interpretive questions. 
They include: character motives, striking or unusual use of language, prominent details, 
words, phrases, or sentences that can be understood in more than one way or connections 
between parts of the text. 


3. Sorting questions by issue and for each issue trying to identify the basic questions and 
cluster of questions. 


4. If possible, prediscussing the issue with a colleague to ensure that your questions are 
clear, interesting, and truly interpretive. 


5. Selecting one of your clusters to discuss first, reserving others for use after your ini- 
tial interpretive issue is addressed. 
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. Guidelines for Leading a Discussion 


. Rules governing discussion. There are four rules that govern Shared Inquiry. They are: 


Only those who have read the selection may take part in discussion. 
Discussion is restricted to the selection that everyone has read. 

All opinions should be supportable with evidence from the selection. 
Leaders may only ask questions—they may not answer them. 


b. Opening the discussion. Participants are expected to prepare as the group leader did. 
That is, they are expected to read the selection twice and take notes. In the case of initiating 
Shared Inquiry for the first time, Great Books Foundation suggests that the group leader 
might emphasize the following: 


w Selections have been chosen for their literary merit. 

m Shared Inquiry involves participants learning from one another. 

= Discussion will focus on a question that seems key to understanding the story. 

a Four rules (previously mentioned) apply for various reasons (which the leader should 
explain). 


In introducing notetaking, the Foundation suggests that the leader should: (1) encourage the 
participants to mark anything that interests them or puzzles them, or anything they want to 
remember for discussion; (2) share their own notes and/or have participants show their notes. 

For the discussion to begin the teacher poses a question (e.g., Why does Jack climb 
the beanstalk the third time?). The participants write down the question and record their ini- 
tial answers. Then, after every question is read, the teacher asks one of the participants, by 
name, to give his or her response. The teacher uses a seat chart to keep track of the partici- 
pants’ ideas and to note contributors’ names and what they said. 


c. Conducting discussion. The Great Books Foundation offers several guidelines for 
leading discussions. They include: 


= Lead slowly so that answers can be clarified and explored. 

m Listen carefully to participants’ ideas, looking for subtle differences or ways to relate 
comments, 
Use seating charts (see Figure 11.6) to keep track of ideas, who said what, and as a 
way to follow-up on discussion. (Also, charts might be shared with participants.) 
Encourage participants to talk with one another, asking each other questions and an- 
swering each other directly. 
Strive for clarification of ideas. 
Help participants relate ideas to each other and to the basic questions. 
Have participants turn to the text frequently to support and check ideas. 
Encourage participants to challenge any assumptions in the leader’s questions. 
Make sure everyone has an opportunity to contribute. 
Ask follow-up questions often (to clarify comments, to substantiate opinions, to so- 
licit additional opinions, to develop an idea by pursuing its implications, to test 
whether an idea is consistent with the facts, to select a line of inquiry). 
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Harry VV 


Jack/adventure 


DISAGREE 


Krista v Peter 


Risk taker 


Abraham Mark 


Jack/a thief 


Jack/ 


Paul Jack Sara 
boastful wants 
approval 
Chris / Hilda / 


Simon 


FIGURE 11.6 Example of a Seating Chart 


d. Reaching a resolution. Once the leader considers that the interpretive issue has been 
thoroughly discussed and that further discussion is not likely to be productive (e.g., ideas 
are being repeated, digressions are occurring), the leader is expected to: (1) repeat the basic 
question; (2) give the opportunity for input to anyone who did not have an answer ad- 
dressed; and (3) compose a final answer taking into account the ideas offered by the group. 
After participants have had a chance to formulate their response, the leader asks if anyone 
arrived at a response that differs substantially from his/her previous response and has those 
students share how their ideas were influenced. 


€. Post-discussion activities/new line of inquiry. Following the resolution phase, a line of 
inquiry might be launched with a different basic question. Post-discussion activities such as 
writing projects can also be suggested. 


3. Other Features. The Great Books Foundation offers guidelines for helping leaders 
deal with difficulties that might emerge (e.g., digressions, inattentiveness, failure to re- 
spond to the question, nervousness, vocabulary) and proposes a text analysis procedure for 
looking at a passage in a story or essay closely en route to achieving a foothold. “In textual 
analysis, a group discusses a single passage line by line and sometimes word by word, rais- 
ing questions about its meaning" (Great Books Foundation, 1987, 48). 
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Cautions and Comments 


Shared Inquiry has been well received. In 1987, the Great Books Foundation claimed to be 
training over 18,000 leaders every year. 
| As a procedure for guiding discussion, Shared Inquiry offers discussion leaders a sys- 
tematic approach for preparing for discussion, mobilizing student interactions, and reading 
resolutions. At the same time, the procedure includes carefully developed guidelines by which 
group leaders might monitor the success of discussions and initial strategies to improve them. 
In this regard, some of the guidelines are worth reviewing for purposes of any type of 
discussion—that is, whether a Shared Inquiry approach is adopted or Great Books are used, 
Some assumptions upon which the Shared Inquiry is based may be questionable. 
First, the mandate to use a selected list of books may appear to be somewhat suggestive of 
having a canon. Second, the approach places a great deal of emphasis on the text and ap- 
pears to discount a reader's background of experience and any connections that a reader 
might make from that to other works. This seems rather problematic, given what we know 
about how the reader's active involvement, including intertextual ties, is crucial to compre- 
hension. Third, there is the stated assumption that reading proceeds from literal to interpre- 
tive to evaluative. Current views of reading comprehension suggest a more dynamic view 
1 in which comprehension is never purely literal and is apt to proceed from the evaluative to 
1 interpretive to literal as in reverse. Fourth, the approach is teacher-directed in that basic 
questions stem from the teacher rather than the child. While the approach sponsors partici- 
pant input and interrogation of one another, it seems that a worthwhile next step would be 
to have participants develop their own basic questions and clusters. 
The claims offered by the Great Books Foundation pertaining to the benefit accrued 
from such an approach warrant careful study. Although several studies report that the ap- 
proach has a generally positive impact, the precise claims suggested in their handbook have 


not been studied. ‘| 
; been | 
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‘basic ! 
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Conversational Discussion Groups ji 
"aders 
to re- Purpose i 
ire for g . : £ . : 
extual The purpose of Conversational Discussion Groups is to create an environment for the discus- 
L rais- sion of reading selections that facilitates sharing and a balance between peer interaction and 


expert guidance—and enhances exploration, transmission, and construction of meanings. 
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Rationale 


Conversational Discussion Groups was developed by O'Flahavan (O'Flahavan and 
Huxtable, 1987; O'Flahavan, 1989) in response to the question “What if classroom discus- 
sions were more like conversations, more like the sorts of discussion people have over cof- 
fee, after seeing a movie—a common text—together?" As O'Flahavan stated: 


The goal as we conceived it was fashioned after an “outdoor cafe” metaphor, where a group 
of people come together after seeing a movie and discuss what it meant to them. The group 
process . . . was relinquished to the students, as was the on-line negotiation of meaning dur- 
ing discussion. 


O'Flahavan (1989) sees the procedure as a first step toward openness and student partici- 
pation in classroom situations where the teacher's control of the floor and lines of thinking 
predominate. While the approach spells out a specific procedure, it is intended to be more 
of an abstract way of thinking rather than formulaic. Instructionally, the approach aspires to 
build upon the Vygotskian notion of the role of social learning, principles drawn from stud- 
ies examining parent-child interactions, and metacognitive notions associated with at- 
tempts to prime student independence. Accordingly, O'Flahavan claims the approach has 
the following characteristics: immersion in a meaningful problem; equal access to moni- 
toring and regulation of relevant group processes for all participants; group as scaffold for 
the individual; and reflection about group and individual process. 


Intended Audience 


The strategy can be used with students at any level. 


Description of the Procedures 


There are three stages to Conversational Discussion Groups: 


1. Introduce/review rules 
2. Lines of thought 
3. Debriefing 


O'Flahavan (1989) suggests that, prior to initiating how a Conversational Discussion Group 
might be orchestrated for use in a classroom, consideration should be given to the students" 
ability to participate in groups. To this end, he suggests that a teacher might try out a story 
discussion. Specifically, he suggests the following: 


= Establish a heterogeneous group (six to eight students) who can work together. 

= Direct the students to read a thought-provoking story. 

= Construct a thematic question (e.g., with Stone Soup, “Is it okay to use tricks to get 
what you want?”) that is presented to the students. Begin the discussion, but leave for 
a few minutes and observe from a distance how the group participates. Note group 
processes and how the students use the text to support their ideas. Return and finish 
the discussion. g 
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Based on such tryouts, O'Flahavan proposes that the teacher can develop the group 
process rules and problem-solving heuristics to help the students develop their interpreta- 
tions as they are involved in the Conversational Discussion Groups. With this as a basis, the 
teacher moves to introduce students to the rules for the subsequent discussion. 


1. Introduce/Review Rules. The teacher introduces/reviews the rules and strategies 
with the group and discusses with the group others that might be added or might substitute 
for those on the list. Examples of rules for the discussion and heuristic strategies for nego- 
tiating are presented in Table 11.1. 

O’Flahavan suggests that the rules should be visible to the group members as re- 
minders of strategies they might use. With this in mind, he suggests that they be placed on 
large cards and attached to a wall, and so on, so that group members can evoke them from 
time to time. 


2. Lines of Thought. After reading the story selection, the teacher presents to the group 
the first of three questions. Each question is presented on a sheet of paper large enough for 
all members of the group to review. The teacher does not return to the group until asked to 
do so by the group or when they perceive an opportune moment. O'Flahavan (1989) pro- 
poses that teachers adhere to the following code of conduct as the students discuss: 


Ibegin the discussion with one of my predetermined questions, and do not ask another until 
the students let me know it is time; 

Imonitor their discussions from afar; 

Ilook for possible opportunities for intervention and make plans to address them later; 
Iama resource to the students when they need me; 

Ispeak only when spoken to. 


Upon returning to the group, the teacher has the freedom to initiate, instruct, monitor, give 
feedback or praise, and the like. For instance, when the teacher returns (usually upon the 


TABLE 11.1 Examples of Discussion Rules and Heuristic Strategies for Negotiating 
Meanings 


Discussion Rules 
One at a time 
If you say yes/no, state why 
Stay on the subject 
Ask each other questions when someone is quiet 
Don't hog the floor 
Let other people talk 
When you are ready, ask me (the teacher) to return 


Heuristic Strategies 
Back up your ideas with the story 
Back up your ideas with your own experience 
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request of the group), the group's response or responses are presented, and, at this point, the 
teacher might model a key strategy, comment, provide feedback, challenge, and so on, prior 
to presenting the next question. 

The three question types that O’Flahavan suggests might be left with the group are: 


a. Background knowledge question. The intent of this question is to have the students 
discuss how their experiences relate to the selection. For example, the first question in a line 
of thought for the story "The Hare and the Tortoise" might be *How do you feel about 
someone who is always bragging?" 


b. Transition to the text question. The intent of this question is to have the students con- 
sider the ideas gleaned from the text. For example, the second question in a line of thought 
for the story “The Hare and the Tortoise” might be “Did the hare's bragging affect the tor- 
toise and did the tortoise’s attitude affect the hare?” 


c. Beyond the text question. The intent of the third question is to have the students pull to- 
gether an interpretation based on the text and their personal reactions. A question that might 
serve this purpose is “What can we learn from this story?” 


3. Debriefing. A debriefing serves the purpose of having students reflect on what they 
have achieved and learned, which might help them next time. To this end, O’Flahavan 
(1989) suggests that the teacher should return to the group and have them discuss three 
questions: 


= How did we go about getting our answers today? 
= How did we do? 
= What can we do to improve next time? 


Another device for helping students reflect on their contribution is the use of pieces of a pie as 
a means of getting students to talk about their contribution to the discussion. For example, 
O’Flahavan suggests presenting students with a model of a pie with different-colored wedges 
representing different shares of the whole pie. As he stated: “If discussion were like a pie and 
each person could carve out a slice for him/herself, how big would the shares of pie be?” 


Cautions and Comments 


O’Flahavan (1989) has stressed that the Conversational Discussion Group should be 
viewed as a framework for enabling students to achieve equal participation with teachers as 
they put forth “theories, conjectures, queries, conclusions, challenges, and rebuttals while 
talking about texts.” Recognizing that different groups of students and teachers may be 
more or less capable of taking control of elicitation right away, O’ Flahavan suggests that 
the teacher may want to initiate the Conversational Discussions with varying degrees of 
teacher responsibility. Teachers, O’Flahavan suggests, should begin with the question 
“What can we do to get better talking about literature?” 

To date, a limited amount of research on the procedure has been pursued. In one 
study, second graders were involved in Conversational Discussion Groups for sixteen 
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the 3 weeks (O'Flahavan, 1988). Their responses were compared to students in regular teacher- | 
rior a directed discussions of stories. The data collected consisted of student observations as well | 
as student perceptions of the group, themselves, and measures of reading comprehension. | 
re: The procedure tended to have the most effect on the students’ perception of the group itself 
i and the worth of the process; the impact on comprehension seemed negligible. | 
nts : In a second study with fourth graders, using a variation of Conversational Discussion | 
line Groups over an eleven-week period, Almasi (1995) found that peer-led groups enabled stu- | 
out dents to express themselves more fully than students in teacher-led groups. Additionally, | 
peer-led groups allowed students to explore more topics of interest, resolve episodes of con- | 
flict better, and have richer and more complex discussions. 
on- What remains unanswered are the following questions: Do this and other forms of 
ight discussion prompt students to consider more ideas (text-based and reader-based) and con- 
tor- nect as well as evaluate these ideas? To what extent do students need some support in de- 
veloping interpretations that compare each other’s responses and build on such analyses? 
To what extent do teachers need some support in understanding the nature of interpretation 
| to- and ways to expand the repertoire of their students’ skills and strategies? 
ight 
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1 Jigsaw | 
that P 
of Purpose | 
tion The purpose of Jigsaw (Aronson, Stephan, Sikes, Blaney, and Snapp, 1978; Slavin, 1986) i 
is to help students cooperatively learn new material using a team learning approach. Stu- | 
one dents are responsible for becoming an “expert” on one part of a lesson and then teaching it | 
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to other members of their team. 
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Rationale 


Jigsaw was originally developed as a means to promote positive race relations in public 
school classrooms (Aronson et al., 1978) but was also found to have beneficial effects on 
learning. The basic premise behind the strategy is that giving students the opportunity to 
share what they have learned, to hear what others have to say, and to teach and be taught by 
their peers is essential in the lifelong process of learning and socialization. Johnson, 
Maruyama, Johnson, Nelson, and Skon (1981) have found that instruction that was based 
on cooperation and collaboration resulted in significant gains in achievement, social devel- 
opment, and self-esteem. 

As such, Jigsaw embodies the concept of peer tutoring in its efforts to help students 
read and learn from text. It is designed to increase students’ sense of responsibility for their 
own learning and that of others. Not only must students learn their assigned material, but 
they must also be prepared to share and teach that material to other members of their team. 
Thus, students are dependent on one another and must cooperatively work together in order 
to learn the material. 


Intended Audience 


Jigsaw seems most appropriate for middle and secondary students in subjects such as social 
studies, literature, and some parts of science, and in other areas where concepts rather than 
rote learning are the goal of instruction. Radebaugh and Kazemak (1989) also recommend 
the use of cooperative learning in college and study skills classes. 


Description of the Procedures 


Slavin (1986) discussed the use of Jigsaw in two parts: teacher preparation and classroom 
use. Teacher preparation consists of materials development and preparation, and assign- 
ment of students to teams. Classroom use consists of introducing the strategy to the class, 
facilitating the use of teams and expert groups, and giving the quiz. 


1. Teacher Preparation. Select a unit of study that you would like to cover in a two-day 
to three-day period and that can be broken down into four sections. If students are to read 
the material in class, the sections should not require more than 30 minutes to read; if the ma- 
terial is to be assigned for homework, sections may be longer. For instance, if the unit of 
study is Andrew Jackson, the material might be broken down into his early life, his war ex- 
ploits, the presidency, and his later life. 


. a. Expert sheet. For each section of the material, design an “expert sheet” that tells stu- 


dents what material they are to read, gives them purpose-setting questions, and tells them 
which expert group they will work with. Thus, students will be provided the pages to be 
read and what they must gain expertise in and teach to their team members. 


b. Quiz. Make a two-question quiz for each section of the unit. Quiz questions should be 
challenging since students will have the time necessary to read and discuss the material. 
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Multiple-choice questions should be used for ease of scoring. There will be 10 possible 
points for the quiz, as students will get double credit for the questions for which they be- 
come an expert. 


c. Team assignment. Students should be assigned to teams to represent a cross-section of 
the class. In other words, students should be assigned by achievement, sex, and if appropri- 
ate, race. In this way, all teams will be heterogeneously balanced, and no team will have an 
advantage over another. In addition, students will not be able to self-select themselves into 
teams with their friends. 


2. Classroom Use. Plan to introduce Jigsaw and have the students begin reading on Day 1. 
On Day 2 they can finish reading and work in their expert groups. Finally, on Day 3 stu- 
dents report to their assigned teams and take the quiz. This schedule can be adjusted de- 
pending on the difficulty of the material and whether the reading assignment is given for 
homework. 


Day 1. Introduce the idea of Jigsaw in the following manner: 


You are going to work in learning teams to study the unit on . Each of you will 
have a special topic to learn about. You will read the material and discuss it with members of 
other teams. Then you will return to your team as an expert to teach your teammates about 
your topic. Finally, everyone will be quizzed on all topics. You must work with one another 
so that the whole team can do well on the quiz. Your team’s score will be totaled and com- 
pared with other teams’ scores. 


Next, students are grouped into their preselected teams, and the expert sheets are 
handed out randomly to individual team members. Students are directed to read their sheets 
so that they know the topic about which they will be learning and what questions they need 
to answer. Finally, tell students to begin reading their assignments. Teachers will need to de- 
cide if students will read only their assigned pages or will read the whole assignment and 
concentrate on the assigned pages. Even more of a premium is placed on cooperative learn- 
ing if students each possess a unique set of learnings. 


Day 2. Have students finish their reading and introduce the expert groups as follows: 


Now you will have a chance to discuss your topic with others who have the same topic. In 
these groups you will decide what are the most important ideas about your topic. You will 
each share your information with one another. Take notes on important ideas. Try to think of 
what questions will be asked on the quiz. You will then go back to your team to report your 
findings. 


Students should work in their expert groups for approximately 20 minutes. 


Day 3. Have students return to their respective teams and report on what they have 
learned from their expert groups. Main points should be emphasized, and attention should 
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be paid to what they think might be on the quiz. Team reports should take approximately 20 
minutes. If deemed necessary, a class discussion may follow the team reports that should 
focus on input from the "experts." At the conclusion of the reports and discussion, the quiz 
should be given. Once the quizzes are scored, team members can add their point totals to- 
gether to get their team score. 


Cautions and Comments 


A tremendous amount of research has been conducted concerning cooperative learning (see 
Johnson et al., 1981; Slavin, 1983, for reviews), the basis of Jigsaw. The research consis- 
tently indicates that students engaged in such learning achieve more, have better attitudes 
toward learning, and feel more positive about themselves. In particular, Slavin (1983, 1986) 
indicated that cooperative learning works best when groups are given a goal that can be at- 
tained only through cooperation and are held individually accountable for achieving the 
group goal. 

However, it is still not surprising that Jigsaw and other cooperative learning tech- 
niques are used infrequently. The lecture method is still the predominant means of instruc- 
tion in the classroom, and teachers, by and large, feel uncomfortable using small groups. As 
such, teachers who feel that chaos will result if small groups are used will probably not use 
this strategy. 

Other concerns about Jigsaw need to be mentioned. Absences can cause problems, 
since teams rely on their members to learn and score well on quizzes. Sometimes, no mat- 
ter how well teams are planned, team members may not get along. Indeed, Battistich, 
Solomon, and Delucchi (1993) found that the quality of the group interaction was directly 
related to the friendliness of the group members and their desire to work collaboratively. 
Constant reassignment of team members will cause problems. A predominance of slow 
learners in one classroom may cause problems with the student balance teachers are trying 
to achieve across teams. It may be that a slow learner has to be paired with a higher achiever 
so that individual and team learning can be more effective. Finally, existing materials some- 

` times do not easily lend themselves to be divided into four sections. Sections of text may 
not always stand by themselves. 
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UNIT OVERVIEW 


Whereas content literacy scholars are beginning to focus their attention on how students use. | 
literacy in real settings, the focus of content area literacy has tended to remain on helping 1 
students read and write single texts—usually for information. Accordingly, attention con- 
tinues to be given to how information is presented in narrative and expository text (Kamil, 
Mosenthal, Pearson, & Barr, 2000). Researchers have invested considerable effort and de- 
vised elaborate systems for analyzing how different texts are structured and whether there ; 
are certain text features that regularly cause students difficulty. As these characteristics of | 
text have been described, educators have devised strategies and lesson frameworks to pre- 
pare students to deal with text features. 

The present unit describes seven strategies, which range from procedures for prepar- 
ing students to read a selection by presenting key concepts, to training students to research 
a topic for a class assignment, to teaching students about complex text structures (for pur- 
poses of dealing with content area textbooks). 


Graphic Organizers. The Graphic Organizer can be used as a preteaching or post- 
teaching strategy for purposes of introducing or reinforcing the key concepts in a text 
and how they might be structured. 


Study Guides. The backbone of the instructional framework is the Study Guide, 

| which students use in dealing with the content. Study Guides can guide students 

i through their content area textbook reading by focusing their attention on the major 
ideas presented. 


Selective Reading Guide. The Selective Reading Guide provides the content teacher 
with an opportunity to guide the students to the relevant information within the con- 
tent unit. 


$ Idea Mapping. Idea Mapping is a method of spatially representing the overall struc- 
ture of expository text. It provides students with a framework for carefully reading 
expository text, and it provides teachers a tool for examining the nature of text prior 
to classroom use. 


Text Structure Strategy. The Text Structure Strategy is based on the premise that if 
students are taught different prototypical expository structures, they can use an un- 
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derstanding of these structures as an aid in comprehending texts that have similar 
structures. 


Story Grammars and Story Maps. Story Grammars and Story Maps include a de- 
scription of two different strategies that are based on the theoretical notions of the 
structure of stories. Story Maps present guidelines to generate questions that accom- 
pany short narratives found in basal readers. Story Grammars provide students with a 
framework for identifying the plot structure and other key elements of a story. 


I-Search Paper. The I-Search Paper is a technique designed to help students research 
a topic by capitalizing on their need to investigate that topic. It incorporates a discus- 
sion of what is known about a topic, a story of the investigation of the topic, and what 


was learned about it. 
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The Graphic Organizer (Barron, 1969), originally called the Structured Overview, is de- 
signed to: (1) provide a logical means of preteaching the technical vocabulary of a content 
chapter, (2) present the students an idea framework designed to show important concep- 
tual relationships between content vocabulary, and (3) help content teachers clarify teach- 


ing goals. 


Rationale 


The technical vocabulary of a content subject often proves quite difficult for students. It is 
Barron’s argument that content teachers must be ever mindful of this fact and should seek 
ways of making the task less complicated for the students. The Graphic Organizer provides 
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a systematic approach for doing just that. The subject matter instructor presents a picture 
or schematic diagram, of the important words in the chapter and discusses with the studeni 
how these words relate to one another. Barron (1969) stated that words assume the fori] 
of ‘advance organizers’ and provide the students with the cues to the ‘structure’ of subjects 
(p. 29). Thus, the organizer serves as a point of reference as the students begin reading andl 
studying the text in more detail. 


Intended Audience 


Earle (1969) reports the use of the Graphic Organizer with students in grades seven and4 
above. It is further suggested that teachers in the elementary grades could profit from the 
use of the technique. On occasion, the procedure might be used by the teacher alone in the 3 
preparation of a particularly difficult unit. 


Description of the Procedures 


In order to describe the use of the Graphic Organizer by the content teacher, the following 
three stages will be discussed: 1 


1. Preparation 
2. Presentation 
3. Follow-up 


l. Preparation. Perhaps the most critical stage in the development and use of Graphic 

Organizer is this first step. It is at this point that the instructor, by working through this 
rather simple process, makes some key decisions regarding the major ideas to be stressed 
during the unit. Four components of the preparation stage summarize the desired sequence. 


a. Select words. Rather than moving through the chapter in search of difficult words, the 
teacher proceeds in a more systematic manner. The first step in this preparation stage, then, 
is for the instructor to select the major concepts or understandings that are important for the 
students to know at the conclusion of their study of the topic. By working through the chap- 
ter in this manner, the teacher is actually establishing instructional objectives for that par- 
ticular chapter. 

Word selection logically follows selection of major concepts. The teacher can now 
deal with one major idea at a time and ask the question “What important words in this text 
help to describe, explain, or communicate this idea?" By asking this question for each of the 
major concepts, the content teacher has identified those technical terms that the student will 
need to know. Often a number of difficult words within the text are eliminated because they 
do not tie in directly to the major concepts. 

To give an example, a social studies teacher may be introducing a text on organiza- 
tion of the United States government. The concepts chosen for instruction are: (1) the 
United States government consists of three governing branches; and (2) a system of checks 
and balances maintains the powers of each branch of government. The words that might be 
selected by the teacher as important for understanding these concepts are checks and bal- 
ances, Senate, legislative, United States government, executive, judicial House of Repre- 
sentatives, president, veto override, and judicial review. 
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b. Arrange words. The task now is to arrange these words into a diagram form that helps 
students see the terms and how they interrelate. There is not necessarily a right or a wrong 
diagram for a given set of terms, but it would appear that some arrangements are better than 
others. With several pieces of scratch paper available, the teacher might try out several pos- 
sibilities, then select the one that appears to be the most appropriate. Continuing the exam- 
ple of the words chosen by the social studies teacher, the words might be arranged in 
numerous ways. Figure 12.1 gives one example. 

Graphic Organizers may be designed for the total text chapter. For longer, more 
complicated chapters, the subject matter instructor may design several organizers, each 
tied to a major concept. Whatever the decision, the overriding question to be answered is 
“Will this organizer assist students to better understand the major concepts and major 
words of the text?" If the answer is “yes,” then the teacher has developed a valuable teach- 
ing tool. 


c. Add previously learned key words and ideas. Learning new information is generally 
easier for students if they can relate the new ideas to previously learned information; there- 
fore, the content instructor is advised to select several important words that the students 
mastered in previous units and insert them in this new organizer. By completing this step, 
the teacher is saying to the students that the subject is more than a set of isolated units with 
little or no relationship to each other. In the example of the words dealing with the United 
States government, the teacher may decide to add previously learned vocabulary, if that 
would enhance understanding of the Graphic Organizer. 


d. Evaluate organizer. Content instructors, by their very training, interest, and experi- 
ence, are experts in their chosen fields; therefore, they may have forgotten what it was like 


U.S. Government 


checks and balances 


legislative executive judicial 

House Senate President 
override veto judicial 
review 


FIGURE 12.1 An Example Graphic Organizer 
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when they first began to pursue information in their major subject. A Graphic Organizer 
may be easily interpretable by the content specialist but still be too difficult for a group of 
Students. This final step in the preparation stage, therefore, is critical. It is advisable to try 
out the organizer on someone who is not an expert in the field. One could do this with a stu- 
dent or with a fellow teacher in another discipline. Explain the organizer and then ask ap- 
propriate questions that tell you whether the person grasps the relationships among the 
terms used in it. Often people will answer questions in such a manner that they provide the 
kind of information necessary to suggest some minor revisions that result in a more appro- 
priately constructed design. Once satisfied with the appropriateness of the organizer, the 
teacher should use it in the context of a total lesson in a regular classroom. 


2. Presentation. As a preteaching tool, the organizer is presented on the chalkboard or 
with an overhead transparency. The instructor actually talks the students through the orga- 
nizer and adds new pieces to it. Students are encouraged to participate. They may add in- 
formation with which they are already familiar or ask questions regarding the organizer. 
The teacher may pose questions to check the students' understanding of it. The important 
thing is that the teacher and the students use the language of the subject matter and simul- 
taneously explore the relationships of these words to each other. It is important to remem- 
ber that one should not anticipate mastery of terms and relationships at this time. 

The entire procedure may take from five to ten minutes, depending on the ability and 
achievement level of the students and on the complexity of the organizer. At the conclusion 
of this segment of the preparation stage, the students should have an idea framework that 
should make more detailed learning easier. 


3. Follow-Up. The Graphic Organizer may also be used as the students move further 
into the text itself. A student's reaction to an especially difficult idea encountered in the 
reading might result in the teacher's responding, “Do you remember how this idea tied 
to... ?" as a portion of the organizer is created on the chalkboard. Thus, the organizer be- 
comes a major point of reference throughout the teaching of a particular text. New infor- 
mation may be added when the instructor suggests, "Let's see how this new information fits 
into the organizer that we have been using.” For some classes, the organizer might be placed 
on alarge piece of poster paper and put on the bulletin board. In this way, students may refer 
to it at any time. ` 


Cautions and Comments 


The Graphic Organizer alone may not teach the technical vocabulary of a chapter as thor- 
oughly as the content instructor may desire. A support system designed to teach the lan- 
guage of the subject more thoroughly is suggested. Earle and Barron (1973) outline a 
strategy that includes three components: (1) Graphic Organizer, (2) skills teaching, and 
(3) extension activities. Graphic Organizers are designed and utilized in the manner just de- 
scribed. The skills teaching phase of the strategy occurs in the preparation stage of the les- 
son and involves the detailed teaching of several of the more important terms used in the 
organizer. Extension activities give students opportunities to use the words during or fol- 
lowing the reading of the text. Extension activities are generally paper-and-pencil exercises 
designed to reinforce the students' understandings of the terms. Matching exercises, word 
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Alvermann, D. E., and P. R. Boothby. 1986. Children's 
transfer of graphic organizer instruction. Reading 
Psychology 7: 87-100. Research study finding that 
postreading Graphic Organizers enabled fourth sion activities. 
graders to transfer the effects of that instruction to 
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basis for the use of Graphic Organizers within the 
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puzzles, and categorizing activities may be used for this purpose. Small-group and whole- 
class discussion may follow the completion of the activities. 

Several studies cited in the reference section indicate the value of this procedure (e.g., 
National Reading Panel, 2000). However, one wonders whether a strategy that imposes 
upon students a structure for thinking and reading would be as beneficial as a strategy that 
might activate students' own ideas. To this end, an organizer might be developed from the 
student's own ideas prior to, during, or after reading. In this way, the organizer may become 
more personalized and less abstract. 

Barron (1979) has suggested that Graphic Organizers can be used as a means of 
postreading reinforcement and review if students are given the task of constructing their 
own organizers. Multiple copies of each word to be used in the organizer are made, using 
index cards, and passed out to students in small groups. Students are given the task of ar- 
ranging the words in a diagram to show how they are related. Blank index cards are also 
provided if students wish to add their own vocabulary terms. The teacher's responsibility in 
this postreading Graphic Organizer strategy is to circulate among the groups, providing 
support and feedback. The culminating activity is for the class to develop a single Graphic 
Organizer under the teacher's direction. By using organizers in this manner, students be- 
come more actively involved in their learning. 

For students who may have trouble initially in constructing their own Graphic Orga- 
nizers, an interim step between teacher-constructed and student-generated organizers may 


serve as an effective transition. The same diagram that was presented to students in the pre- . 


reading portion of a lesson can be used to help students recall the assigned reading material 
after reading. Words are deleted from the original organizer and replaced with blanks. 
Deleted words are listed below the incomplete Graphic Organizer in random order. The stu- 
dents’ task is to complete the diagram using the deleted words, either from recall or by using 
the text. Individual ditto sheets would be advantageous in this activity. 

Finally, in reviews of Graphic Organizer research, Moore and Readence (1984) and 
Dunston (1992) found that students exposed to postreading Graphic Organizers learned 
more than those students exposed to prereading Graphic Organizers, particularly when vo- 
cabulary was the criterion variable. They also found that one of the advantages for using 
prereading organizers was that the teachers involved in the studies felt that they were better 
prepared to teach their lessons after having constructed a Graphic Organizer. 
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Study Guides (Earle, 1969; Herber, 1978) are designed to (1) guide a student through read- 
ing assignments in content area textbooks, and (2) focus a reader's attention on the major 
| ideas presented in a text. 


Reading in a content area textbook may demand a relatively high level of skill development. 
This kind of reading entails the student’s acquiring an awareness of levels of comprehension 
and of how to function at each level. Then, once secure in these levels, the student should ac- 
quire the ability to consider and deal with the organizational patterns of the different reading 
materials. Toward this end, Study Guides can be useful in developing the ability of students 
to learn how to read. Specifically, Study Guides purport to develop the student’s understand- 
ing of, and ability to deal with, levels of comprehension, the organizational patterns of dif- 
ferent texts, and the specific skills these might require. Study Guides do this by structuring 
d and guiding the reading of text material or students' postreading reasoning. 


Rationale 
i] 


95. Ef- 
-grade 
rch 89: 
1 using 
licit in- 
ures in 
> basal 


lelines 
Read- 
rganiz- 


ive and 
search. 
A syn- 
veness 
tegy. 

? read: 
ific re- 
zations 
'YOUDS. 
n, DC: 
an De- 
veness 
» 
to text 
on 37: 
nstruct 


read- 
najor 


ment. 
nsion 
Id ac- 
ading 
dents 
tand- 
if dif- 
uring 


Content Area Literacy 417 


Intended Audience 


Study Guides are used mainly in conjunction with content area subjects. They may be used 
in both individual and group instructional situations and can be adapted to aid students re- 
gardless of the students' ability level in reading. 


Description of the Procedures 


Discussion of Study Guides as an integral part of a well-planned lesson will include the fol- 
lowing three components: (1) development of Study Guides, (2) construction of Study 
Guides, and (3) use of Study Guides. 


1. Development of Study Guides. Before they can construct a Study Guide for use with 
their students, teachers must analyze the content material to be read by the students for both 
content and process (Earle, 1969). By analyzing the materials, teachers are assured that the 
Study Guide material used by students will be in keeping with the content objectives teach- 
ers have in mind. 

In analyzing the material for both content and process, teachers themselves should 
first thoroughly read the material they plan to assign to students. Teachers are then better 
able to select the content to be emphasized during the lesson. In this way, portions of the as- 
signed material that fit the overall objectives of the subject will be emphasized, and those 
portions not doing so can be deleted, thus leaving students the opportunity to concentrate 
on the portions deemed important. 

For example, with a reading assignment from a social studies course involving "the 
Black Revolution," a teacher might decide that the concepts black nationalism, nonvio- 
lence, black power, separatism, and the advocates of these courses of action are important 
for students to master. 

Once the content to be emphasized has been decided, teachers must then decide the 
processes (skills) that students must use in acquiring that content. Earle (1969) suggested 
that the decisions made regarding the skills to be used in mastering the material concern an 
understanding of levels of comprehension and patterns of organization. 

Three levels of comprehension are described: literal, interpretive, and applied. Literal 
understanding involves identifying factual material and knowing what the author said. In- 
terpretive understanding involves inferring relationships among the details and knowing 
what the author meant. Finally, applied understanding involves developing generalizations 
that extend beyond the assigned material. With the content to be emphasized, the teacher 
must decide what levels of understanding students will need. 

Earle (1969) described four patterns of organization in which textual information is 
frequently found: cause and effect, comparison and contrast, sequence or time order, and 
simple listing. Dealing with the particular way in which information is organized in a text 
aids students in mastering the content. Therefore, the teacher must ascertain the pattern of 
organization for the information in a given text. Together with levels of comprehension, the 
identification of patterns of organization provides students with the necessary structure to 
study the assigned material. 

Continuing with our example of the Black Revolution, the teacher might determine 
that all three levels of understanding are necessary to deal successfully with the portions of 
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the text to be emphasized. In addition, the comparison-and-contrast pattern of organization 1 
may be found to be used by the text authors in organizing their information. 1 

One last step must be accomplished before the Study Guide is constructed, The | 
teacher must consider the students' abilities in relation to the content and processes to be 
emphasized. By doing this, the teacher can provide differing amounts of assistance to en. 1 
sure that all students complete the assignment successfully. 

In this step the teacher must consider two points: the students’ competencies and the 
difficulty of the material itself (Earle, 1969). Keeping these two factors in mind, the teacher 
decides how much structure should be provided for each student to address the content. For 
instance, the teacher can provide aids to locate the desired material in the form of page and/or ` 
paragraph numbers. Also, the teacher must decide whether guides should be constructed for 
only a single level of comprehension or for differential levels, so particular students may be 
assigned only to deal with those levels commensurate with their abilities. Teachers, knowing 
the individual needs and abilities of their students, will have to make these kinds of judg- 
ments and vary the structure of Study Guides to ensure the success of their students. 


2. Construction of Study Guides. Once decisions have been made regarding the con- 
tent and process and the types of assistance to be provided, teachers are ready to construct 
their Study Guides. Although there is no standard form that a Study Guide must take, Earle 
(1969) recommends the following guidelines: 


a. Avoid overcrowding print on the Study Guide, as overcrowding may overwhelm 
some students, 


b. Make the guide interesting enough so students will be motivated to deal with the 
information. 


c. Be sure the guide reflects the instructional decisions made with regard to content and 
process. 


Continuing with our previous example, Study Guides can be constructed to aid stu- 
dents in mastering the concepts and in acquiring the skills needed to do so. Here are two ex- 
amples of Study Guides, one concerning levels of comprehension and the other involving 
the comparison-and-contrast pattern of organization.* 


Study Guide #1: 
Levels of Comprehension 


*Literal level 
**Interpretive level 
*** Applied level 


* 1, What are the basic steps of a nonviolent campaign? (p. 634, par. 4) 
*** 2. Why did the political leaders of Birmingham refuse to engage in good faith? 
(continued) 
*From Dishner and Readence (1977). Copyright © 1977 by the College Reading Association. Reprinted by per- 
mission of the College Reading Association, J. E. Readence, and E. K. Dishner. Based on material from M. Sand- 
ler, E. Rozwenc, and E. Martin. “Strategies of the ‘Black’ Revolution,” in The People Make a Nation. Boston: 
Allyn and Bacon, 1971, 634-644. 
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** 3, Why does Stokely Carmichael think "integration is a joke"? (p. 636) 
*** 4, — Why do you think the authors say that the SNCC has become more militant since 
the early 1960s? 
** 5, Why did SNCC choose the black panther as its symbol? (p. 637) 
* 6. What is black nationalism? (p. 639, par. 1) 
** 7. Why did the man in the tavern say the extremists would end up in concentration 
camps? (p. 640) 
*** 8, Why do so many people think the racial problem has to be solved in our genera- 
tion? (p. 640) 
* 9, What does the term “black Jim Crow” mean? (p. 641, par. 4), 
*10. Whois Thurgood Marshall? (p. 642, par. 3), 
**11, Why does Thurgood Marshall fear the black militants? (p. 643, par. 2), 
***12. Why do black people think black studies programs are essential? 


Study Guide #2: 
Patterns of Organization 


Directions: 1. Match the name of a black leader in Column A with his strategy in Col- 
umn B. Put the number of that name in the blank provided in Column B. 
2. Match the name of a black leader in Column A with the ideas in Column C. 
Put the number in the blank provided in Column C. 


A. Names B. Strategies 
1. Martin Luther King black nationalism 
2. Stokely Carmichael anti-separatism 


3. Roy Innes nonviolence 
4. Roy Wilkins leadership through education 
5. Thurgood Marshall black power 


C. Ideas 

Our philosophy is one of self-determination. 

White power has been scaring black people for 400 years. 

Direct action is the only way to force the issue. (p. 635) 

You can't use color for an excuse for not doing what you should be doing. (p. 643) 
Current black studies programs represent another form of segregated education. 
(p. 641) 

Nothing will be settled with guns or rocks. 

You must be able to accept blows without retaliation. 

We must rehabilitate blacks as people. (p. 639) 

Black history is significant only if taught in the context of world history. 

Our idea is to put people in office who will work for the people they represent. (p. 638) 


HH UAI 


It should be noted that these sample guides have been constructed with varying 
amounts of assistance (page and paragraph numbers) and level of comprehension desig- 
nated. Teachers may decide to use only one or all of the levels, depending on what decisions 
have been made with regard to individual students. ` 
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3. Use of Study Guides. Study Guides should be used in the context of a well-planneq ] | 
lesson. Students should be prepared for the reading assignment through background deve]. 1 : 
opment and a purpose-setting discussion. A follow-up discussion also might be provided | 
after the guides have been used. The Scaffolded Reading Experience or the Directed Read. 3 | 
ing Activity (both described in Unit 1) may provide the lesson framework needed to incor. | 
porate the Study Guides as one element in that lesson. l 
When first using Study Guides, teachers may need to walk students through a portion | 
of a guide so that they will become acquainted with the procedure and will be better ableto 4 E 
use the guides. Specifically, this step may aid students in seeing how the relationship be- | 
tween content and process can be fostered. i 
Groups of students can work on Study Guides cooperatively in lieu of using them in- | 
dividually. In this way, students can collaboratively arrive at responses to the guide. The ac- i | 
tivity promotes students' active involvement in the reading/learning process. p 
Finally, as students develop sensitivity to Study Guides and begin to transfer their 1 | 
new learning to other situations, the varying structure included in the initial guides may be 
progressively withdrawn. In this way, students are encouraged toward independence in their 
reading. 


Cautions and Comments 


Study Guides can provide a means of encouraging students to become active participants in 

the learning process rather than passive observers. In addition, Study Guides aid teachers in 

ensuring that the important concepts present in text material are communicated to students. | 

Particularly in group situations, Study Guides represent a unique opportunity to explore | | 

ideas; they do not tie students directly to recall-type learning. EHE 
Study Guides are versatile, and their judicious use may provide the kind of instruc- | 

tional environment necessary to develop students' independence in reading and thinking. 

As such, various studies have provided substantial support for the efficacy of Study Guides 

(see Herber and Barron, 1973; Herber and Vacca, 1977; Herber and Riley, 1979). 

3 However, two cautions should be mentioned concerning Study Guides. First, it does 4 : 

take time and effort on the part of the teacher to develop, construct, and use them effectively. — 1 i 

This caution, however, should be put into perspective alongside the benefits to students’ un- 

derstanding and the possibility that teachers might work cooperatively on their development. 
Second, although Study Guides are designed to move readers toward eventual inde- 

pendence, they are essentially teacher-directed activities. Teachers, not readers, decide 

what is important in reading the texts. Decision making, therefore, in this learning situation 

rests almost entirely with teachers. Those educators concerned with creating a learning en- 

vironment that involves students as much as possible must bear this factor in mind when 

using Study Guides. 
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; Selective Reading Guide | 
ats in 1 | 
ors in E Purpose 
e The major objectives of the Selective Reading Guide (also called Selective Reading Guide- 
piore o-Rama) (Cunningham and Shablak, 1975) are: (1) to lead students to the major ideas and 

| supporting details within a content text selection, and (2) to teach students flexibility in | 
Ime j their reading. | 
king. | 
1ides | 

| Rationale 
irs x l The Selective Reading Guide assumes that since most students are not experts in the sub- | 
S y ject, they are not able to select with ease the important textual information. That is, it as- | 
dud sumes most students read the material as if everything within the text were of equal | 
peak importance. The subject matter instructor is in a position to guide students through the read- | 
inde- ing assignment by providing them with clues as to which information is important and 1 
scide i y F | 

; which can be skimmed lightly. | 
ation | 
g en- | 
when Intended Audience | 

E The Selective Reading Guide can be used with students in grades six and above. It would 
appear to be better suited for use with those students who need additional guidance in their | 
reading. | 
1990. | 
a a Description of the Procedures 
juide. 
-237. Before an instructor can design any type of guidance tool for students, several important de- 


Study cisions must be made during the planning stage of the lesson. Of primary importance is the 
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identification of the major concepts and understanding to be derived from the text. Subject | 
matter instructors should ask themselves the following questions: 


1. What should students know when they finish this text? 

a. What are the major concepts that the students should understand? 

b. What supporting information or details should they remember on a long-term basis? 
2. What should students be able to do when they finish the text? 

a. What background information is essential to perform the required tasks? 


By making a brief list of the answers to the above questions, content teachers can 
identify the essential information within the text that they want their students to understand, 
The next step is to move through the text and identify portions of it that provide students 
with the previously identified important information. After lightly noting in the margins of 
their teacher's edition the letters M for main ideas and D for important details, content in- 
structors are ready to design the Selective Reading Guide. 

Perhaps the easiest way to approach this task is to imagine a group of three or four 
Students. It is assumed that content teachers have already completed the preparation stage 
of the lesson. Students will have their texts open to the first page of the text to be studied 
and are now ready to read. What information should the teacher provide so that the students 
will key in on the important ideas that have been identified? The response to this question 
is the type of information that will be written down in guide form. 

Several examples might be in order to illustrate the preceding discussion. The teacher 
might note important information in the following manner: 


m Page 93, paragraphs 3-6. Pay special attention to this section. Why do you think 
Hunter acted in this manner? We will discuss your ideas later in class. 

w Page 94, subtopic in boldface print at top of page. See if you can rewrite the topic to 
form a question. Now read the information under the subtopic just to answer the ques- 
tion. You should pick up the five ideas very quickly. Jot down your answers in the 
space provided below. 

m Page 94, picture. What appears to be the reaction of the crowd? Now read the fifth 
paragraph on this page to find out why they are reacting as they are. 

m Page 95, paragraphs 5-8. Read this section very carefully. The order of the events is 
very important and you will want to remember this information for our quiz. 


The same approach is used when noting information within the text that, based upon the 
content teacher's analysis, is of little or no importance. The following example illustrates 
this situation: 


= P.179, all of column 1. The author has provided us with some interesting information 
here, but it is not important for us to remember. You may want just to skim over it and 
move on to the second column. 

m Pp. 180-181. These pages describe a fictitious family who lived during the Civil War. 
You may skip this section because we will learn about the lifestyles of the time 
through films, other readings, and class discussions. 

a Pp.221-222. Recent discoveries in science have improved the information contained on 
these pages. I will discuss this information with you in class. Now miove on to page 223. 
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By pointing out unimportant information as well as important ideas in the text, con- 
tent teachers are purported to be effectively communicating to their students that they must 
be flexible in their reading. Teachers may even wish to communicate literally to their stu- 
dents the notion that all words in print are not necessarily of equal value for the reader who 
is attempting to ascertain the author's important ideas. 

The completed guide should appear in a logical order and should move the student 
from the beginning of the text through the end of the unit. Thus, through the use of the Se- 
lective Reading Guide, content teachers are saying to the youngsters: (1) pay close attention 
to this, (2) skim over this material, (3) read this section carefully, and (4) you can read this 
section rather quickly, but see if you can find out why, and so on. 


Cautions and Comments 


As with most guidance tools, this strategy should be used sensitively. The Selective Read- 
ing Guide might work best with those students who need the assistance and who could 
profit from structured approaches to developing selected skills. A conscious effort should 
be made by the teacher to remove this assistance as the students learn the mechanics of 
reading and studying text material. This weaning process might begin following the use of 
the Selective Reading Guide for a two- or three-month period. The students should be told 
when this is taking place and occasionally reminded that, for example, they should continue 
to pay particular attention to the pictorial information within the unit. 

For those students who have difficulty handling the written version of a Selective 
Reading Guide, the instructor can just as easily design a tape version. Oral direction will now 
lead the students through the selection. The instructor might advise the student to “. , . turn 
off the recorder now and read very carefully these first two paragraphs on page 96. When you 
have finished, turn the recorder on again and I will discuss the material you read." By pro- 
viding approximately five seconds of dead space on the tape, the student is allowed sufficient 
time to handle the mechanics of turning off and on a tape recorder. Of course, the student will 
have all the time necessary to read and study once the recorder is off. 
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Idea Mapping 
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Idea Mapping (Armbruster and Anderson, 1982) was developed for purposes of spatially 
representing the overall structure of expository text. It is purported to have several instruc- 
tional uses: (1) to afford teachers a tool for examining the nature of a text prior to classroom 
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use; (2) to direct students to appreciate the structure characteristics of different text; and 4 
(3) to provide teachers and students with a framework for carefully reading expository text, 1 


Rationale 


Based upon the work of Hanf (1971), Merritt, Prior, and Grugeon (1977), and, most no- 3 
tably, Armbruster and Anderson (1982), mapping has emerged as one of the more popular 4 
tools for analyzing text. The mapping technique incorporates the visual-spatial conventions 4 
for diagramming ideas and the nature of relationships between ideas: concept and example, 4 
concept and properties, concept and definition, temporal succession, cause and effect, con- 
ditional, and comparison. These relationships and their mapping scheme are depicted in 
Figure 12.2. If extended to a whole text, as depicted in Figure 12.3, the overall pattern pro- 
vides a spatial representation across the whole text. Armbruster and Anderson (1982) sug- 
gest that a variety of basic text structures are forthcoming from these overall analyses oi 
text. If the question is asked, “Why or how was the text written?" then the following de- 
scription of text types usually emerges: (1) description—a listing of properties, characteris- 
tics, or attributes; (2) compare/contrast—a description of similarities and differences 
between two or more things; (3) temporal sequence—relationship between ideas that is 
largely sequential; (4) explanation—an interaction between at least two ideas or events that 
is causal or conditional; and (5) definitional/examples—a definition of a concept and ex- 
amples of the concept. In conjunction with these overall text patterns, Armbruster and An- 
derson (1982) suggest that there are two types of frameworks or frames of text: static and 
dynamic. Static refers to text that is largely descriptive or definitional in character; dynamic 
refers to text that is more explanatory in nature. 

Instructionally, Armbruster and Anderson (1982) argue that mapping is a tool by 
which teachers and students can build a coherent model of the meaning of the text. Jt serves 
to involve students with the meaning of the text; it focuses their attention on text structure; 
and it provides for the transformation of prose into a diagrammatic or visual representation. 
However, in one research study in which the worth of mapping was examined, training in 
the use of mapping did not sustain long-term gains in comprehension (Armbruster and An- 
derson, 1980). 


Intended Audience 


Mapping has been used extensively with high school students and college-level students as an 
aidto improving their comprehension of expository text. Simplifications of the procedure (see 
Cautions and Comments) might be appropriate to use with students at the elementary level. 


Description of the Procedures 


Mapping can have countless uses, ranging from simply revealing the map of a text to stu- 
dents prior to having them read the text, to having students (or the teacher) create detailed 
analyses of a text. The present description of mapping is restricted to proposals by Arm- 
bruster and Anderson (1982) in which students respond to maps generated by the teacher. 
Tn particular, they have pursued the use of maps in two different ways: (1) top-down, or 
starting with the overall framework for a text and refining it or filling in the text, and 
(2) bottom-up, or generalizing from some given details to higher order structures. 
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FDR's New Deal Program 
had three general aims. 


FDR's New Deal Program had three general 
aims. 


relief | recovery 


[E 


This exercise requires 
students to supply the 
three general aims of 

the New Deal. 


This exercise requires students to supply 
more detailed information—definitions 
and examples of FDR's general aims. 


FIGURE 12.3 Sample of Top-Down Exercise 


Using Maps Top-Down. The goal for top-down use of maps is to have students generate 
higher order structures or the main idea and to use this top-level structure to complete writ- 
ten map exercises. For example, a teacher about to assign a text on the establishment and 
growth of cities might begin by giving students a map similar to Figure 12.3. 

This frame or map represents the higher order ideas that readers could use to guide 
their reading of the text. As a written exercise and as a form of evaluation, students could 
fill out the details of the map. To constrain the task further, the teacher could use the spe- 
cialized mapping symbols to indicate the exact type of information the reader would be ex- 
pected to insert. For example, in the map given in Figure 12.4, the form of the map tells the 
students whether they are to provide definitions, examples, attributes, and so on. 

Sometimes a text is especially difficult to understand. Say the purpose for which the 
text was written or for which you wish to have your students read it is not congruent with 
the structure of the text. In these types of situations, it might be useful to introduce the stu- 
dents to the general principle that is overriding. This might be done in the form of intro- 
ducing students to an additional map that complements, but does not match, the texts 
assigned to be read. 


Using Maps Bottom-Up. Using maps bottom-up involves helping students derive higher 
order structures by guiding the students to generate principles, supraordinate concepts, or 
main ideas. For example, a bottom-up exercise might have students infer the label for slots 
from a definition for some attributes. In Figure 12.5 several examples of this type of activ- 
ity are given. As Armbruster and Anderson (1982) indicate, in many respects these activi- 
ties represent merely “the converse of the top-down” (p. 16). 

Other variations of a bottom-up approach might entail presenting the students with a 
listing of the ideas from a text that they are to organize into a map based on a reading of the 
text. Figure 12.6 includes such an exercise. 

Obviously there are a variety of different ways in which students can be involved in 
moving from the details of a map or text to representing that text coherently. Of course, 
teachers need to have examined the text carefully prior to being able to develop such activ- 
ities. They need to have developed their own map of the text and considered what they deem 
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This exercise requires two levels of generalization: 
(a} supraordinate terms for the definitions in the 
three categories, and (b) a supraordinate heading 
for the terms generated in a. 


FIGURE 12.5 Samples of Bottom-Up Exercises 


texts. Mapping is not just a vehicle for examining ideas from a text; it is intended to alert 4 
students to text features. Indeed, in order to engage in the different activities that have been 4 
suggested, students need to be familiar with mapping procedures. They need to know the | 
symbols used to represent different relationships in text, the basic text structures, and the 
fact that information is presented in different variations of these standard forms. 


Cautions and Comments 


Mapping is not the only form of text analysis, nor is it the only one that provides for the di- 
agrammatic representation of texts and that has been applied to classrooms. Two other such 
approaches have been developed and adapted for use as instructional tools: networking 
(Dansereau, 1979) and flowcharting (Geva, 1983). Networking and flowcharting, like map- 
ping, involve having students diagram or use diagrams to chart the ideas and relationships 
represented within the text. Studies by Bartlett (1978), Dansereau, Holley, and Collins 
(1980), Geva (1983), Margolis (1982), and Armbruster and Anderson (1980) tend to offer 
rather mixed results about the benefits of using such techniques. These studies have sug- 
gested that most students find that the procedures offer very little, and have no obvious or 
immediate payoff for the investment in time and effort to learn such systems. In all cases, 
the researchers appear to have been forced to streamline their presentation of the system to 
students, have gone to great pains to make it interesting, and have tended to avoid making 
students repeatedly do detailed analyses of texts. As is the case with mapping, most re- 
searchers tend to support the use of text analytic procedures by teachers for purposes of cre- 
ating instructional activities based upon diagrammatic depictions of text and to appreciate 
the information represented by a text. 

Instead of detailed analyses of text, some educators have proposed simplified proce- 
dures for interconnecting ideas (see Davidson, 1982; Bulgren and Scanlan, 1997-1998). 
Apart from mentioning these developments, there are some other issues. One of the major 
drawbacks to mapping and these other text analysis procedures is the extent to which they 
make readers accountable to another author's text. As students read, they should be pursu- 
ing their own goals and composing their own text. As presently used, text analysis, specifi- 
cally mapping, ties the readers to the text they are assigned to read when perhaps it would 
be more worthwhile to have students generate maps of what they glean from a text and what 
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Directions to students: 


Make an idea map using the following terms from the chapter on muscle 
structure. 


striations sarcolemna 

muscle fibers 40% of body weight 
striated muscles highly specialized cells 
elongated cells 


Possible Student Response: 


MUSCLE STRUCTURE 


Contained in striated muscles 


make up about 40% of body weight 


most common type of tissue 


composed of muscle fibers 


elongated cells 


highly specialized cells 


surrounded by sarcolemna 


crossed by striations 


FIGURE 12.6 Sample of Bottom-Up Map 


they might write for themselves. A second 


DEF: alternately lightly and dark bands 


DEF: thin layer of connective tissue 


drawback to mapping and other text analytic pro- 


cedures is the extent to which learning how to use a system requires learning the terminol- 
ogy and symbols of that system. Perhaps it would be more appropriate to let students 
develop their own systems initially and leave the adoption of standardized procedures to 
later and more extensive uses of the procedure. 
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Text Structure Strategy 


Purpose 


The Text Structure Strategy is designed to help students recognize and use expository text 
structures in order to better understand and recall informational-type texts. 


Rationale 


181-201. Study demonstrating positive effects for 
maps when used with students who have lowed 
prior knowledge in biology. 3 
Margolis, K. 1982. An instructional study of helping reaq. 
ers identify the gist in expository text. Unpublished! 
diss., University of Illinois, Urbana-Champaign, § 
Presents a research study in which high school sty. 
dents were involved in topically defining exposi. 1 
tory text. 
Merritt, J., D. Prior, and D. Grugeon. 1977. Developing 
independence in reading. Milton Keynes, England: § 
Open University Press. Describes the use of map- 
ping and how it might be applied to text. 
Miccinati, J. L. 1988. Mapping the terrain: Connecting 1 
reading and academic writing. Journal of. Reading 
31: 542-551. Explores the use of maps and their ` 
influence on reading and writing. 
Piccolo, J. A. 1987. Expository text structure: Teaching 3 
and learning strategies. The Reading Teacher 40: 3 
838-847. Explores the uses of mapping with read. 4 
ing and writing of selected topics. 
Tierney, R. J., and J. Mosenthal. 1982. Discourse compre- 
hension and production: Analyzing text structure 
and cohesion. In J. Langer and M. Smith-Burke 
(Eds.), Reader meets author/bridging the gap, 
Newark, DE: International Reading Association, 
Presents an overview of six different text analysis 
techniques, including mapping, together with im- 
plications for classroom use. 
Wood, J. K., and S. L. Petz. 1997. Using Idea Mapping to 
aid comprehension of hearing-impaired students. 
Journal of Adolescent and Adult Literacy 40: 
644—645. Presents a discussion of using Idea Map- 
ping with hearing-impaired high school students. 


The ability to perceive the organization of text material has long been viewed as a valuable 
reading strategy (Niles, 1974). For example, it has been suggested that knowledge of how 
the ideas in a text can be bound together to form a logical whole enables students to under- 
stand, and later recall, that material better than if the text is perceived as a series of discrete 
entities. Indeed, research (e.g., McGee, 1982) has shown that readers who are knowledge- 
able about text structure have an advantage in comprehension and recall over readers who 
aren't aware of the organization of text. 
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There are roughly two types of text material encountered by students in schools: 
(1) narrative, or story-type, texts such as those found in much of the content of basal read- 
ers and literature anthologies; and (2) expository, or informational-type, texts such as those 
found in science or social studies books. Not surprisingly, students are more familiar with 
narrative text than expository text. One of the reasons for this is simply that students have 
more exposure to story-type material both before they start school and in the primary 
grades, where it predominates instruction. 

A second reason is that narrative texts have a consistent structure (setting, initiating 
event, internal response, attempt, consequence, and reaction), while expository texts may 
take a variety of structures. Meyer and Freedle (1984) list five different types of expository 
text structures: (1) description, (2) collection, (3) causation, (4) problem/solution, and 
(5) comparison. In addition, they found that text structures that are better organized (causa- 
tion, problem/solution, comparison) are more easily recalled than text structures that dis- 
play less organization (description, collection). The following teaching strategy focuses 
primarily on the first three types of expository text structures. 


Intended Audience 


Expository text structure is mainly encountered in content area textbooks that are usually 
associated with middle and secondary schools. However, content area texts are frequently 
used in the primary grades, and samples of expository passages are increasingly finding 
their way into basal readers. Therefore, teaching students to use expository text structure is 
appropriate for students at all grade levels. 


Description of the Procedures 


Prerequisite to any strategy to teach text structure successfully are three factors suggested 
by McGee and Richgels (1986). First, teachers must be knowledgeable about structure, i.e., 
they have thoroughly analyzed text so they can focus students’ attention on the specific as- 
pects that let one recognize and use text structure. Second, the passages used for instruction 
are well organized and consist of a predominant structure. Third, the students must become 
actively involved in using the strategy while they read and afterward. 

Before we present a teaching strategy for expository text structure, the three main text 
structures mentioned earlier will be defined. A causative text structure is one in which a re- 
lationship is specified between reasons and results in a time sequence. A problem/solution 
structure is similar to a causative structure except that solution is added to the structure that 
is designed to break the causative link. Finally, a comparative structure organizes elements 
on the basis of their similarities and differences and implies no causality or time sequence. 
(For an in-depth examination of text structure in general, see Pearson and Camperell, 
1985.) 

The following general strategy for teaching expository structure is recommended by 
Readence, Bean, and Baldwin (2004) and consists of (1) modeling, (2) recognition, and 
(3) production. 


1. Modeling. Before expecting students to use text structure, it is necessary to demonstrate 
what it is. This can be done by having teachers model their thought processes for students as 


432 


UNIT 12 


they (the teachers) use text structure. In essence, teachers think aloud for students. Passages 
that students will encounter in their reading should be used, since those are most relevant for 
students. During modeling, it is essential to show students a particular text structure and point 
out why it is a certain type and how that structure type is organized. Furthermore it is neces- 
sary to point out any words that signal, or cue, the reader into what the text structure is. It has 
been found that signal words such as however, because, and therefore assist students in be- 
coming aware of text structure and improving their recall (Meyer, Brandt, and Bluth, 1980). 


2. Recognition. This part of the teaching sequence amounts to walking students through 
a particular text structure. This can be accomplished by asking judicious questions that 
focus students' attention on selected aspects of the structure. Teachers may wish to start the 
recognition step on a listening level first. By listening, students can attend directly to the 
Structure, particularly when a difficult text might cause students to divide their attention be- 
tween reading the text and perceiving the structure. In addition, teachers may also choose 
to begin with sentences or paragraphs before moving on to lengthier passages. The essen- 
tial part of this step, however, is that the students verbalize the why and how of the text 
Structure. In this way teachers begin to shift responsibility for learning text structure from 
themselves to the students. As a guide to helping students recognize text structure, Bartlett 
(1978) offers the accompanying checklist. 


Sample Checklist for Teaching Text Patterns 


1. Did you pick out the organization as problem-solution? 


If so, great! 
If not, did you ask the two questions before reading? 
or, 


Did you find the main idea? (The problem is . . . sugar and starch?") 
Did you find how this main idea was organized? (one part about a problem, another 
part about a solution) 


` 2. Did you write the name of the top-level organization at the top of the recall page? 


If so, so far, so good! 
If not, mmmmm! 
3. Did you write down the main idea as the first sentence? 
Tf so, keep it up! 
If not, oh no! 
4. Did you have two parts in arranging your sentences? 
Tf so, not far to go now! 
If not, tut tut! 
5. Were there two parts: one for the problem, one for the solution? 
Tf so, I bet you remembered a lot! 
If not, oh cripes! 
6. Did you check? 
If so, double halo! 


Tf not, don’t be overconfident! 
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sages E 3. Production. Once students have gained some facility in perceiving text structure, they 
it for 3 should now be ready to produce a text structure on their own. Just as recognition precedes 
point ` production, a logical extension of perceiving text structure through reading is producing it 
eces- — |] through writing. Using a Graphic Organizer (this unit) or some other form of skeletal outline 
t has ] based upon a text passage, students are directed to compose their own version of the passage. 
n be- 1 They are told to write using a particular text structure and whatever signal words are appro- 
80). | priate to cue that structure. Writing is thus used as a means to reinforce students’ knowledge 
j of text structure; and writing with a particular structure in mind should also reinforce the log- if 
»ugh i ical organization necessary in effectively communicating through writing. 
that i 
tthe Cauti 
Sie autions and Comments 
n be- Attempts to teach text structure have yielded mixed results. Taylor and Beach (1984) were 
oose able to be successful at improving the reading comprehension abilities of middle graders by | 
jsen- instruction in certain text structures. Other studies have yielded fewer gains. We would | 
text question whether text structure can or should be taught isolated from content and purpose. 
from Teaching text structure by itself, without any emphasis on what is being written and why, 
rtlett would seem likely to detract from meaningful negotiations between authors and readers. 


Another problem relates to reality. It is cautioned that not all text that students en- f 
counter will be well organized. In reality, often text is not organized in a straightforward 
manner. To cope with this dilemma, Alvermann (1981) has suggested that the text be reor- 

= ganized into more useful relationships by employing a Graphic Organizer, which places the 
important ideas in a format that depicts a well-organized text structure. By doing so, she 
found that both the quantity and quality of recall by students was facilitated. | 

McGee and Richgels (1986) go one step further in their suggestions for dealing with j 
poorly formed text. They recommend that, instead of Graphic Organizers, a discussion 
should take place of the text in comparison to what an idealized, or well-organized, text on 

other that topic would look like. Following that, the text should be revised, creating a well-formed 
piece with an apparent structure and explicit links. Thus, writing is again used as a means 
to reinforce students’ knowledge of text structure. Along this line of reasoning, Harrison 
(1982) has had a great deal of success in having high school students rewrite their text ma- 
terial for each other. 


|! 
| 
| 
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Story Grammars and Story Maps 


Purpose 


and writing activities can help students learn to 
use it. 
Niles, O. S. 1974. Organization perceived. In H. L. Herber 
(Ed.), Perspectives in reading: Developing Study 
skills in secondary schools. Newark, DE: Interna- 
tional Reading Association. Emphasizes the practi- 
cal aspects of teaching text structure. 
Pearson, P. D., and K. Camperell. 1985. Comprehension 
of text structures. In H. Singer and R. B. Ruddel] 
(Eds.), Theoretical models and processes of read- 
ing (3d ed.). Newark, DE: International Reading 
Association, 323-342. Review of research on text 
structure with recommendations for research and 
instruction. 
Readence, J. E., T. W. Bean, and R. S. Baldwin. 2004, 
Content area reading: An integrated approach (8th 
ed.). Dubuque, IA: Kendall/Hunt. Describes a vari- 
ety of strategies for teaching text structure. 
Richgels, D. J. 2002. Informational texts in kindergarten. 
The Reading Teacher 55: 586-595: Discusses the 
case for using the reading and writing of informa- 
tional texts in kindergarten. 
Slater, W. H. 1985. Teaching expository text structure with 
structural organizers. Journal of Reading 28: 
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Taylor, B., and R. W. Beach. 1984. The effects of text 
structure instruction on middle grade students’ 
comprehension and production of expository text. 
Reading Research Quarterly 19: 134-146. De- 
scribes a research study in which the authors eval- 
uated the effects on comprehension of writing texts 
with structures. 


Story Grammars and Story Maps aid readers in their development and use of a sense of 
story. During reading comprehension, they direct the questions that teachers use in con- 
junction with the guided reading of a story. 


Rationale 


In 1947, Gates advocated the importance of a sense of story in the reader’s comprehension 
of narrative. Now several decades later, a number of educators are proponents of procedures 
for developing in readers a sense of story and ensuring that the guidance they receive is true 
to the story line. What has spurred this interest in stories is the propagation of a number of 
different procedures for analyzing stories—for defining what some researchers have la- 
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beled as a grammar for stories. In this vein, the efforts of Kintsch (1977), Mandler and 
Johnson (1977), Rumelhart (1975), Stein and Glenn (1979), Thorndyke (1977), and War- 
ren, Nicholas, and Trabasso (1979) are most notable. One of the major theses in this work 
is that stories have a somewhat predictable grammar that readers can sense and use in com- 
prehending them. Consider the following story and its depiction in Figure 12.7. 

Although there are various ways a story might be depicted graphically, this figure il- 
lustrates some features of attempts to define what constitutes a story in terms of these gram- 
mars. As the figure suggests, a story can be organized into several categories of events, such 
as setting and event sequences, which in turn can be broken down into subseries of initiat- 
ing events, reactions (internal and external responses), and resolutions. 

With these methods, educators have generated two types of strategies for improving 
readers’ comprehension of stories. Beck and McKeown (1981) developed the notion of a 
Story Map for use in preparing the questions to guide a reader through a narrative selection. 
Cunningham and Foster (1978) and Dreher and Singer (1980) generated guidelines for de- 
veloping in students a sense of story, which the students themselves can apply to narratives. 


Intended Audience 


For purposes of generating questions for a story, the Story Map procedures can be applied 
to any story—whether it be a narrative intended for adults or for very young children. If 


EVENT STRUCTURE 


Text: 


EPISODE 


1. Dick lived on a I 1 
farm in Vermont. | INITIATING EVENT REACTION |(C)| RESOLUTION 


| 
2. One night we heard a Ó © 8 


fox in the chicken coop. 


3. He knew he had to kill it. 


[INTERNAL RESPONSE | EXTERNAL RESPONSE 


. Dick got his rifle 


4. 
5. and went to the chicken coop. | 
6. 


. He surprised the fox with a ATTEMPT CONSEQUENCES 
chicken in its mouth. / d : 
4 ©) 6 
7. Dick shot the fox where it stood. © © 
8. Dick buried the fox. 5 7 


FIGURE 12.7 Example of a Story Grammar Analysis of a Simple Text 
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developing a sense of stories by using a Story Grammar framework is your goal, most stus 
dents beyond the sixth grade have such a sense. Some researchers have suggested that eve 


ui 
at the fourth grade level, most children have a sense of story. 1 


Description of the Procedures 


Both the use of a Story Grammar (Cunningham and Foster, 1978; Dreher and Singer, 1980); 
and the use of Story Maps (Beck and McKeown, 1981; Pearson, 1982) will be described, 1 


Story Grammars. Apart from their use in text analysis research, Story Grammars have | 
been used in instructional settings for purposes of heightening student awareness of the: 
structure of stories. Cunningham and Foster (1978) describe procedures they developed and 
used with sixth-grade students. Their intent was to generate a guide framework that they 3 
might be able-to use with not just one but most of the stories the students are assigned. The | 
framework that was developed is presented in Figure 12.8. 

What follows is a description of what occurred as the procedure was introduced to the 
class: 


Ms. Foster noted the group's resistance to something new, then told them that it would be 4 
clearer once she gave them an example. She proceeded to tell them a story of the knight res- 1 
cuing the lady and filled in the diagram on the board as she went along. Several students 
commented that they understood a little better, and Ms. Foster proceeded to do the first Story 
in the short story book. Ail of the students read along silently as Ms. Foster read the story | 
aloud. As she read a page, she filled in the diagram on the board. 


Story 


Setting Theme Plot Resolution 


. 1. Location A. Main goal of the A. 1. Subgoal A. Does the main 
2. Time main character 2. Attempt to character 
3. Characters accomplish accomplish 
subgoal his/her goal? 
. Outcome of Explain. 
attempt 


3. 
D. etc. 


FIGURE 12.8 Simplified Diagram of a Story’s Structure 
Source: Cunningham and Foster (1978). 
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By the time she reached the third page of the first story, some students were joining 
her in choosing answers. She then shifted the procedure by saying, “Okay, who are the char- 
acters in this part of the story? . . . “Has the location changed?” (p. 368) 


The lesson continued in this fashion throughout the remainder of the story. Once the story 
was complete the teacher explained that the diagram, when completed, included the impor- 
tant parts of the story. 

Ina similar attempt, Dreher and Singer (1980) had students fill out the chart given in 
Figure 12.9. The first step in their procedure was to explain the chart and its components, 
and then distribute a story and copies of the chart for the students to complete with the help 
of the teacher. After discussing the chart with students and the reasons for responding as 
they did, a second story and chart were distributed for them to complete in groups of three. 
This was followed with a third story and chart, which were to be completed independently 
by each student. 


Story Maps. Story Maps are used to generate questions for the guided reading of any nar- 
rative. The design of questions around a Story Map involves a rather simple procedure. 
Based upon an intuitive sense of what the premise or starting point of a story is, the teacher 
lists major events and ideas that make up the story. This list includes explicit and implicit 
events, as well as any links between these events. This framework serves as the basis for 
generating questions for the story. It ensures questions that, as Beck and McKeown (1981, 
915) point out, “match the progression of ideas and events in the story.” They feel it is more 
appropriate to keep to addressing a story’s progression in terms of events and ideas, before 
dealing with ideas out of sequence or extending the reader’s interpretation of the story. As 
they stated, “The extension of text ideas can enhance comprehension if a map of the story 
has already been developed” (p. 915). 

Figure 12.10 is an example of a Story Map generated for a story and the questions de- 
rived from the map. The last few questions deal with the resolution and, although there is 
no fixed number of questions that might be asked, the key is to have addressed the main 
story elements based on the story map. Other questions that might be more provocative (If 
you were. ...?) or allow for more interpretive responses (What might the ring symbol- 
ize. . . .?) might be introduced at this time. 


Cautions and Comments 


The use of Story Grammars as a tool to sensitize students to stories, and the application of 
Story Maps for the purpose of developing questions to guide the treatment of story selec- 
tions, represent sincere attempts to apply research to practice. What is debatable is whether 
they have taken all factors into consideration. For instance, Cunningham and Foster (1978) 
report that the bottom students liked reading stories using Story Grammar frameworks, and 
they believed these students improved in their ability to comprehend stories. In contrast, in 
a similar study Dreher and Singer (1980) were not as impressive with the results they got 
with fourth graders. Subsequently, they criticized Cunningham and Foster (1978) for their 
claims and argued that students did not appear to need Story Grammar instruction because 
they already have a well-developed sense of story. A later study by Fitzgerald and Spiegel 
(1983) seems to have, at least, temporarily put an end to the disagreement. In their study, 
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Fill in the sentences from the story that fit each part of this chart. 


1. Setting 2. Goal 
Where does the story take What is the main goal or 
place? purpose of the main 
Who are the main characters character? 


of the story? 

When does the story take 
place? Is there any other 
information about the main 
character's goal? 


ls there any other informa- Maybe the story explains the 

tion that helps us get the reason the main character 

picture of what things are wants the goal. 

like at the beginning of the 

story? 

3. Plot 
How does the main character try to get the goal? 
A. First try B. Second try 

Something happens. Main character makes a new 
plan to get the goal. 

What does the main 

character do? Main charcter tries new 
plan. 


How did it turn out? 


How did it turn out? 


Is there any other 
information about the first Is there any other informa- 
try? tion about the second try? 


4. Ending 


Did the main character get the goal? 


Is there any other information about the 
way the story ended? 


FIGURE 12.9 Story Structure Chart 
Source: Dreher and Singer (1980). 


Content Area Literacy 439 


FIGURE 12.10 Story and Story Map 


Ring Story (By Julia De Voss) 

“You’d better not lose this ring, Pam" Pam's sister advised as Pam slid the shining ring onto 
her middle finger. “It’s my favorite ring and I'm letting you wear it only because of the dance,” 

Pam looked at the golden ring glittering in the sun. The tiny red stone shone like a light and 
sent an oblong red shadow across Pam's hands. Tonight was the dance and now everything was 
perfect—her dress, her shoes, and the ring. 

Putting the finishing touches on her dress, Pam heard her father’s voice. "Let's go, Pam,” he 
called, “it’s time go to the dance!” Pam ran excitedly down the stairs, glancing at her image reflected 
in the hall mirror. All was in place . . . everything except the ring. Pam stared at her empty finger in 
disbelief. Where had it gone? 

Quickly Pam raced back upstairs. In a panic she looked everywhere she had been since she 
placed the precious ring on her finger. She tore through her dresser drawers, through her closet, back 
through the hallway. Her eyes scanned every inch of the floor. There was no ring. 

“Daddy!” Pam yelled downstairs, “Wait a minute more, I’m coming!" Pam ran into the bath- 
room. She had just washed her hands. Perhaps the ring had slipped off her finger and had fallen into 
the sink. Pam stared down into the empty bowl. The ring was gone. Slowly she raised her eyes to her 
face now streaked with tears. 

"Tl tell Daddy I can't go to the dance until I find the ring,” she said to herself. 

Sadly Pam raised her hands to wipe her eyes—and there on her finger twinkled the golden 
ring. It had been there all the time, on her other hand. 

“Next time,” Pam said as she smiled at her reflection, “I’ll stop and think before I look so hard 
for something that isn't lost!" 


STORY MAP 

THE SETTING 

Character(s): Pam, Pam's sister and father 
Place: Pam's home 


l 


THE PROBLEM 
Pam cannot find her sister's ring. 


1 


THE GOAL 

Pam must find the ring. 
— Event 1 Pam looks everywhere she had been in her bedroom. 
— Event 2 Pam looks in the bathroom sink. 
— Event 3 Pam looks at her hands. 


l 


THE RESOLUTION 
Pam finds the ring on her own hand. 


Question 1. Where and when did the story occur? (The first question always deals with the setting. 
Leave the question out only if it does not seem important to the story.) 

Question 2. Who is the hero or heroine? (Usually a question about the protagonists will follow.) 

Question 3. What is Pam’s problem? What did Pam need? Why is Pam in trouble? (This question 
can take various forms, but it deals with the protagonist’s problem and leads into the 
next question, which is a goal question.) i 


(continued) 
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FIGURE 12.10 Continued 


Question 4. What does Pam need to do? (This is the first of a series of questions that follow the 
events of the story.) 

Question 5. What was the first thing Pam tried to do to get out of her predicament? 

Question 6. What did she do when that didn’t work? 

Question 7. Why did she become depressed? 

Question 8. How did Pam finally solve her problem? 

Question 9. What lesson did she learn? 
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20 fourth graders who were identified as lacking a keen sense of story profited from in- 
struction directed at developing their sense of stories. The fact that they were able to iden. j 
tify such students and that these students showed gains due to instruction supports the use 1 
of such frameworks with selected students. q 

What about Story Maps? Are Beck and McKeown’s claims reasonable? Beck and 4 
McKeown (1981) claim that an integrated and sequential line of questioning will lead to 
better story understanding than either a random barrage of questions or a mix of provoca- 
tive questions, opportunities for interpretative response, and story line questions. Intu- ; 
itively, a well-ordered set of questions would seem to be better than a random set, but less 1 
intuitively reasonable is the suggestion that provocative questions and interpretative probes 1 
may detract from story understanding. Often such probes may be what engages the reader; ! 
indeed, they may fuel the reader's interest to read more thoughtfully and diligently. Specu- | 
lation aside, the review of studies using Story Maps by the National Reading Panel (2000) | 
found them to be an effective tool for improving text comprehension. 1 

There are some issues that cut across the use of both Story Maps and Grammars. As 
Brewer and Lichtenstein (1982) argued, a Story Grammar framework does not make a story. 4 
a story. In fact, their research points to the fact that what distinguishes a story are more aes- 
thetic aspects of a reader’s response, such as suspense. Perhaps an argument can be made | 
for facilitating emotional response to a story over or in conjunction with dealing with the 
Story elements. Maybe readers should be encouraged to enjoy rather than dissect a story. 
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I-Search Paper 


Purpose 
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nitive Psychology 9: 77-110. Presents research and 
theory related to Story Grammars. 
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event chains that can be applied to all stories and 
used as a basis for generating questions. 


The purpose of the I-Search Paper (Macrorie, 1980; 1988) is to'provide an alternative to 
the traditional research, or term, paper that is frequently used as a class assignment. With 


442 


UNIT 12 


the I-Search Paper students are asked to investigate a topic of their choosing, interview 
people and visit places associated with the topic, and tell the story of their search. 


Rationale 


Macrorie conceives of the traditional term paper assignment as dull and unimaginative. It 
forces students to report on a topic, possibly not of their choosing, by reading, synthesiz- 
ing, and rewriting the works of others. Although the intent of the assignment is to help stu- 
dents learn to use the library and to write research reports, in the process Macrorie fears 
the term paper might actually destroy students' natural curiosity for books, for reading, 
and for writing. 

The I-Search Paper, on the other hand, is designed to inspire students to capitalize on 
their innate curiosity and experience in a hands-on fashion the topic of their investigation, 
Students choose their own topic and interview people who have something to do with it. 
They visit places to observe people engaged in activities related to the topic. They read out- 
side sources to give them the information to enhance their knowledge of the topic and help 
them to interpret what they observe. Students' papers become the story of their search and 
of what they learned, or didn't learn. Because they have chosen topics of interest they care 
about and devised their own means of investigation, Macrorie believes students will want to 
write their papers. 


Intended Audience 


The I-Search Paper can be used in any classroom where term papers might regularly be 
given as assignments to students. With modification for age or ability levels, the I-Search 
Paper could be used across the curriculum with a variety of grade levels. 


Description of the Procedures 


Although there seems to be no set procedure for doing the I-Search Paper, students become 
engaged in the following stages in formulating the paper: 


1. Choosing a topic 
2. The search 
3. Writing the paper 


1. Choosing a Topic. For the I-Search assignment to be effective, students must select a 
topic that will engage them, or sustain their interest over a period of time. The topic must be 
something students truly want to know about. It should be something that will fulfill a need 
inthe student's life rather than a teacher's idea of what would be good for the student to pur- 
sue. In other words, the topic must be something to satisfy the student and not just some- 
thing that seems appropriate for school. Macrorie suggests, therefore, that there is no limit 
to what the topic for the I-Search Paper becomes. 


2. The Search. Once the tog’ is decided upon, the experience of the inyestigation be- 
gins. Macrorie provides the following suggestions: 
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a. The topic should be shared with the class, or an assigned small group of students, for 
feedback. Reasons for pursuing the topic should be shared, and any offers of help should be 
given. This might include leads to follow, names, addresses, phone numbers, and so forth. 
If the chosen topic were “hot-air ballooning,” the name of someone who's taken a hot-air 
balloon ride would be useful, as would the phone number of a local company. 


b. Students should consult with experts or authorities about where to find pertinent in- 
formation about their topic. Students need to know what are the most important books, 
magazines, newspapers, and other sources on the topic. In our example, telephoning an ex- 
perienced balloon rider might turn up all kinds of useful information. This information 
Should be tracked down, and notes made of what might be useful. 


c. Before students interview an expert on a topic, they should discuss how best to ap- 
proach that individual. They need to decide if they can approach the individual directly, 
through someone who knows the person, or by telephone, and when the best time to do it 
would be. In our hot-air balloon example, it would not be wise to approach an expert when 
that person is getting ready to take off in a balloon; making an appointment at the person's 
convenience would probably be most appropriate. 


d. Students should know something about their topic before they interview an expert. 
People who are experts are busy because they are experts; but, they usually enjoy helping 
others because it gives them a chance to talk about what they know best. On the other hand, 
they usually don't like to waste time. Therefore, it is best to be informed before the inter- 
view. In our example it would be best to read about hot-air balloons, the chase crews, and 
the kinds of competition that a balloonist might enter before encountering the expert. 


e. Once an interview is completed, students should test the information gained from 
the expert against that of other experts. Students need to find out how the expert's peers 
rate the information. Does it hold up against other people's comments? How do the peers 
rate the reputation of the expert? 


f. Students need to be sure to consult with both primary as well as secondary sources. 
Primary sources are those individuals who can talk to you about what they're doing, or 
events or objects you can observe on your own; secondary sources are the people, news- 
papers, or books that can tell you what others have done. 


3. Writing the Paper.  Macrorie points out that a good way to organize the I-Search 
Paper is for the student to write the story of what was done in the search, in the order in 
which the events occurred. Not everything that was said or done needs to be reported; how- 
ever, anything important in the search or that caused the student to make a decision during 
the search should be reported. He suggests that the paper be written in four parts: 


a. What the student knew—or didn’t know when the topic was selected. 

b. Why the student is writing the paper. The need for pursuing the topic should be made 
evident; students should discuss the potential difference the search may make in their 
lives. 

€. The search. n 

d. What the student learned—or didn't learn, and what was gained from the experience. 
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Macrorie suggests that the I-Search Paper conclude with documentation in the form 
of a list of sources and experts that were consulted during the search. In this way the reader 
is provided an overview of the information sources and can also assess the reliability of the 
Search itself. E 


Cautions and Comments 


The I-Search Paper seems to be a strategy that teachers can use with students of any age or4 
ability level. Because of the experiential basis of the strategy, it seems particularly appro.j 
priate for at-risk students in multicultural settings where the relevancy of what is being 
taught can take on greater meaning. In fact, Alejandro (1989) describes a unit on cultural | 
values and behavior with which students could use the concept of the I-Search. Arnold 4 
(1989) also shows how I-Search could be adapted for remedial students. 

J-Search lends itself to cooperative learning (see Unit 11). Instead of individual I-Search 1 
topics, a small group of students might decide to collaborate to investigate a mutually agreed- 3 
upon topic. In this way, the reading of secondary source material, the interviewing and/or ob- § 
servation of primary sources, and the writing of the paper all could be done cooperatively, 

Finally, Caplan (1984) suggests that students might need to engage in some prepara- 
tory exercises which would help them rehearse for the writing of the paper before it actu- 1 
ally has to be written. For instance, he suggests that students should read an effective piece 1 
of personal journalism from a known author before attempting such writing on their own, 4 
or participate in an exercise that teaches them how to describe an environment before they 
initiate a search in which such a task is required. 
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agreed- . ; 5 . n» 

d/or ob- Some view studying as a special form of reading. Study-type reading is an attempt to en- 

ively. list and organize material from texts in such a way as to enhance thinking as well as later 

repara- attempts to review and retain it. Thus, students need to have access to strategies that will 

it actu- develop their thinking as they focus their attention on selected aspects of text, and teach- 

ve piece ers need to be aware of what these strategies are and the value of them (Jackson and Cun- 

sir own, ningham, 1994). Such strategies should include techniques that enable students to deal 

ore they with information gleaned from various sources: textbooks, oral presentations, media, and 
so on. 

Additionally, studying involves the awareness of and the ability to control one’s own 
learning, or metacognition. Metacognition is knowing what you know and knowing how 
you know what to do. Individuals with good metacognitive abilities can actively control 
their learning from text. 

aborative The five strategies discussed in this unit present various ways to help students study 
ject, En- and retain text and text-related information. They range from a strategy that teaches stu- 
1 English dents to take notes, to one that helps students independently set their purpose for reading, 
for high to one that employs the Internet to acquire information. 

research 

if writers. 

Park, NJ: Survey Technique. Designed as a spinoff of the SQ3R method of study, the Survey 
aper. Technique offers the teacher and students an opportunity to walk through the chapter 
ath, NH: together. Most useful with students who might find the material especially difficult, 
on ofthe the Survey Technique also furnishes the teacher an opportunity to show the students 
Guiding a model of good study behavior. 

ae PORPE. Based on the use of writing and a model of what effective readers do when 
(e Ni reading text, PORPE (Predict, Organize, Rehearse, Practice, Evaluate) is a study 


strategy designed to help students prepare for essay exams. 


Notetaking System for Learning. Much of what students learn in secondary class- 
rooms comes from the instructor via the lecture method. Effective notetaking proce- 
dures can do much to aid students in learning and retaining a vast amount of 
information. The Notetaking System for Learning provides a systematic means to or- 
ganize and review class notes. 
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PLAE. PLAE (Preplan, List, Activate, Evaluate) involves students in planning activ- 


ities before undertaking studying, 


monitoring those strategies as they learn, and 


checking and evaluating their effectiveness after learning. 


Internet Workshop. This procedure consists of independent reading about a topic on 
the Internet, followed by a workshop session for sharing and exchanging ideas and 
strategies discovered by students during their work on the Internet. 
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search literature on reading and its implications 
for reading instruction: Report of the subgroups. 
(NIH Publication No. 00-4754). Washington, DC: 
National Institute of Child Health and Human De- 
velopment. Chapter 4 on text comprehension and 
Chapter 6 on computer technology are pertinent to 
studying. 

Nist, S. L, and M. L. Simpson. 2000. College studying. In 
M. L. Kamil, P. B. Mosenthal, P. D. Pearson, and 
R. Barr (Eds.), Handbook of reading research, Vol, 
III. Mahwah, NJ: Erlbaum, 645-666. Though this 
review deals with college studying, there are many 
applications to secondary school studying. 


The Survey Technique (Aukerman, 1972) is intended to: (1) provide the students with a sys- 
tematic approach for previewing a content chapter and (2) provide the classroom teacher 
with an additional approach to use in preparing students to read the text. 


Rationale 


The acquisition of effective study skills is recognized as one of the major goals of upper- 

level reading instruction. The Survey Technique described by Aukerman (1972) provides 

the content teacher with a systematic means of walking the students through the first step of 

Robinson’s (1961) SQ3R method of study. Specifically, the Survey Technique is designed 

to prepare the students for the reading of a text by arranging a whole-class overview of the 

text material. By using the technique on numerous occasions throughout the school year, 
! the teacher attempts to lead the student to understand the importance of previewing prior to 
$ reading. 


Intended Audience 


Although probably more useful at the secondary level, the Survey Technique may also be 
i : used at the upper elementary level. It could certainly be useful at this level when the stu- 
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dents are scheduled to tackle an especially difficult chapter. As with most highly structured 
procedures, the technique would appear most valuable for students who have difficulty with 
the text material. 


Description of the Procedures 


The Survey Technique serves as a substitute for the readiness stage of the Directed Reading 
Activity or the prereading stage of the Scaffolded Reading Experience (both Unit 1). The 
objective is to prepare the students for the actual reading of the text by arranging a whole- 
class overview procedure that results in an understanding of the total chapter content. 

As with other instructional strategies discussed in this book, decisions must be made 
by the teacher as to what particular information to emphasize. By identifying the major un- 
derstandings the students are to acquire in a given chapter, the content instructor becomes 
aware of portions of the chapter that need to be emphasized during the class survey. 

Aukerman (1972) outlined a six-step procedure that can be used with any tradition- 
ally designed content textbook. The technique follows easily when the text chapter contains 
the following format: chapter title, introduction, main headings with subtopics, summary, 
review questions, and exercises. 

With that format in mind, the teacher can adapt Aukerman’s six-step procedure in 
this way. 


1. Analysis of Chapter Title. After reading the title with the students, the instructor might 
ask questions such as, “What do you think this chapter is going to be about?” “What do you 
already know about this topic?” “How do you see this chapter relating to the unit we just com- 
pleted?” Regardless of reading ability, all students can participate in this type of activity. 


2, Analysis of Subtitles. The teacher will note each of the subtitles so that each student 
will understand the overall outline for the chapter topic. This preview may also involve the 
second step in Robinson’s (1961) SQ3R method—the question step. Students could be 
asked to turn each of the headings into a question. The resulting questions provide the stu- 
dents with specific purposes for reading the text under each of the headings. For example, 
the subtitle "Advantages of Cotton Production" results in the question, “What were the ad- 
vantages of cotton production?” 

Questions can be developed by the class as a whole and placed on the chalkboard or 
on an overhead projector. After using the Survey Technique on several occasions, the con- 
tent instructor might request that each student develop his or her own set of questions. 
Whether as a whole-class or as an individual activity, the development of questions results 
in a student-produced guide that should be extremely valuable when students are later asked 
to read and study the chapter in more detail. 


3. Analysis of Visuals. Often some of the most important information in a chapter can be 
found in the visuals of the chapter. Many students ignore these aids, while others may not 
possess the necessary skills to interpret the pictorial information. This third step in the Sur- 
vey Technique gives the content teacher an opportunity to stress the importance of these vi- 
sual aids and, if necessary, to teach the students how to obtain information from them. The 
following bar graph example, Figure 13.1, might appear in a seventh-grade geography book. 
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Leading Cotton-Producing States — 2004 


FIGURE 13.1 Example of a Bar Graph 


The teacher would ask questions to determine if the students were able to glean in- 
formation from the bar graph. Two questions might be: “What is the major cotton produc- 
ing state in the United States?" *What do you suppose the authors of our text meant by the 
term ‘Expressed in 1,000-Bale Units?" " If the students have difficulty with these two ques- 
tions, the teacher could take a brief period of time to describe the major features of a bar 
graph and to show students how much information can be obtained from such a simple fig- 
ure. With the graph shown in the particular example, it would probably be necessary to ex- 
plain the numerical system so that students would understand that they would need to 
multiply the number of units depicted on the graph times 1,000 to determine the actual 
number of bales produced by each state; i.e., in 2004, California actually produced 1,000 x 
2,595 = 2,595,000 bales of cotton. Other questions might include the following: “Where are 
the majority of the leading cotton-producing states located?” "Why do you think Kentucky 
is not one of the major cotton-producing states?" 


4. Introductory Paragraph(s). Many textbook authors use one or more introductory 
paragraphs to set forth the important ideas within the chapter. Students might be asked to 
read this information silently. The discussion that follows should concentrate on how the in- 
formation in the introduction fits with the information discovered in the first three steps of 
the procedure. A question like the following might be used: *Now that we have read this in- 
troductory material, can you see how this information supports some of the things we dis- 
covered as we surveyed the chapter?" 
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5. Concluding Paragraph(s). Generally, the final paragraphs of a content text chapter 
provide a summary of the chapter content. By reading the summary before reading the total 
chapter in detail, students receive additional confirmation of what they discovered in all the 
previous steps of their survey. 


6. Deriving the Main Idea. Aukerman suggests that out of Steps 4 and 5, reading and 
discussing the introductory and concluding paragraphs, the class as a whole should develop 
a concise statement that could stand as the main idea of the chapter. The statement should 
be written out on the board or put on a transparency for all to see. Students should now be 
ready to pursue a more detailed study of the chapter content. 


Cautions and Comments 


The Survey Technique appears to be worthwhile in its own right as well as serving as an ex- 
cellent means of introducing students to the initial phases of the SQ3R method of study and 
of demonstrating the value of this technique for studying content material. In addition, as 
instructors observe students using the Survey Technique more effectively, instructors could 
gradually withdraw this structure, thus allowing the students to take more responsibility for 
their own learning. 

A minor shortcoming of the procedure is the exclusion of review questions at the end 
of a chapter. Assuming they are worthwhile, they could be used as a check of the efficacy of 
surveying other facets of a chapter prior to reading the text. For example, one effective way 
of using end-of-chapter questions within Aukerman’s Survey Technique would be to deal 
with these questions immediately after a discussion of the chapter title. The teacher or a stu- 
dent could read aloud each question to the class and ask the students to note briefly what 
they think the answer to that question might be. If students have no idea of the answer to a 


ur particular question, they are advised to leave it blank. After each question has been consid- 
by the ered individually by each student, and possibly after a small group discussion, the instruc- 
» ques- tor can deal with the questions ina whole-class discussion. By using the chapter questions 
f a bar in this manner, the teacher is saying to the students, "Let's find out what the author thinks 
lle fig- is important in this chapter and lets see how much of this information we already know." 
iex: Thus, students have an opportunity to review their previous knowledge of the topic before 
eed te they move on to more detailed study of the unit. . 

actual Following this procedure, the remaining five steps of the Survey Technique could be 
000 x used to gain further information on the topic. After the main idea has been derived, the class 
af ar could return to the questions at the end of the chapter to discover how many new answers 
atucky resulted from the survey procedure. It is not unusual for students to answer correctly 20 to 


30 percent of the questions during their initial attempt at them and answer another 20 to 30 
percent after surveying the chapter. 
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Purpose 


PORPE (Predict, Organize, Rehearse, Practice, Evaluate) is a study strategy developed by 
Simpson (1986, 1992) designed to help students in: (1) actively planning, monitoring, and 
evaluating their learning of content; (2) learning the processes involved in preparing for 
essay examinations; and (3) using the process of writing as a means for learning content 
area material. 


Rationale 


Simpson has stated that PORPE evolved in response to: (1) her desire to see if writing could 
be used as an independent learning strategy for any content area and (2) students' anxieties 
and lack of knowledge about preparing for and taking essay examinations. 

PORPE is based upon the work of Baker and Brown (1984), Emig (1977), and Pal- 
incsar and Brown (1984). Baker and Brown (1984) described effective readers as individu- 
als who possess the following metacognitive skills: 


1. Clarify their purposes for reading by understanding the explicit and implicit demands 
of the task 

2. Identify the important aspects of a message 

3. Focus attention on the major content and not the trivia 

4. Monitor their ongoing activities to ascertain whether comprehension is occurring 

5. Engage in self-questioning to determine if their purpose is being achieved 

6. Take corrective action when failures in comprehension are identified 

Emig (1977) advocated that students be required to put into writing the concepts they 

are reading about to be able to more fully understand and evaluate their learning. Finally, 
Palincsar and Brown (1984) found that when students are given the specific steps in per- 
forming a comprehension task, receive extensive teacher modeling and repeated practice in 


relevant contexts, and are told why the steps are important in their learning, they can learn 
to behave as effective readers. 


Intended Audience 


PORPE was developed for use with college students who lacked a comprehensive study 
system. As such, it can be used with high school students for the same purpose. 


Description of the Procedures 


PORPE consists of the following five steps: (1) predict, (2) organize, (3) rehearse, (4) prac- 
tice, and (5) evaluate. 
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I. Predict. This first step is designed to have students predict potential essay questions 
to guide their subsequent study after they have finished an initial reading of the text. In 
doing so, students are expected to clarify their purposes for future reading, identify crucial 
aspects of the text, and focus on the major content. In addition, the predicted essay ques- 
tions must cause the students to synthesize and evaluate the material, since lower-level, 
text-explicit thinking would not be helpful to them. 

Because of the difficulty of this step and its importance to the rest of the strategy, 
Simpson has broken it down into four phases. In the first phase students should be intro- 
duced to the language used in essay construction. Words such as explain, compare, con- 
trast, and criticize should be defined and discussed for them. In the second phase the 
teacher should model for students the processes involved in predicting essay questions from 
a text assignment. These should be recorded and discussed so that students understand how 
and why the questions were formed. In this way students can be made to see that such ques- 
tions originate from important aspects of the reading. 

Once many sessions of modeling are completed, the third phase begins: provide stu- 
dents stems for potential essay questions on a specific topic. Ask them to complete the ques- 
tions, cueing the students into the use of the words used for constructing essays introduced 
earlier. For instance, the words compare and contrast should be used in writing an essay 
question about causes of the War Between the States from the perspectives of the North and 
the South. After much practice in a variety of content areas, students can enter the fourth 
phase in which they will independently develop their own questions. These predicted ques- 
tions should be shared with the class, working in small groups. The questions should be dis- 
cussed and evaluated to identify the most plausible ones. 


2. Organize. In this step students organize the key information that will answer the pre- 
dicted essay questions. They summarize and synthesize the material in an effort to sense the 
overall structure of the unit. Then, for each predicted question, students are to outline their 
answers in their own words or create a map, chart, or graphic organizer depicting the answer. 

Simpson suggests that teachers can facilitate this process in a number of ways. Ini- 
tially, teachers should share their own outlines or maps of the predicted essay questions and 
explain their construction. Students can then use these as models and rehearse and practice 
for the test. However, since it is the intent of PORPE to have students work through this 
process independently, teachers should quickly move them into small groups where they 
can generate their own organization. The results of each small group should be shared with 
the class and discussed. 

Teachers may also find it useful to provide the students with examples of several dif- 
ferent student maps or outlines for their critique. It would be profitable to include a bad 
example—one in which the question is ignored, key examples are overlooked, and/or the 
organization is lacking or completely missing. The final part of this step occurs when stu- 
dents work on their own organization with written teacher feedback. Although the actual 
format is left up to each student, the teacher needs to check for accuracy, completeness, and 
use of examples. The importance of the selective rereading and thinking that precedes the 
construction of a map or outline also should be stressed at this point. 


3. Rehearse. During this step of PORPE, students are to place key ideas, examples, 
and overall organization into their long-term memory for later recall during the essay 
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examination. The notion of recall versus recognition should be discussed as well as the 
processes of memorization, in particular the ideas of recitation and self-testing. The fol- 
lowing guidelines might prove helpful: 


a. Have students begin rehearsal by reciting aloud the organization they have generated, 
They are expected to test themselves by repeating the structure orally or in writing from 
memory. 


b. Once this is mastered, students are expected to gradually add key ideas and examples 
from the outline, a section at a time. They should test themselves and, if correct, add a new 
section. 


€. Once the overall structure, ideas, and examples are committed to memory, students 
are expected to test themselves several times over a period of days to ensure that the infor- 
mation stays in long-term memory. It should be emphasized that rehearsal is a slow, con- 
tinual process, not one that is conducted overnight. 


4. Practice. In the practice step, students validate their learning by writing out in detail 
what they recited in the rehearsal step. Simpson suggests that many students may need the 
teacher to model the processes involved in writing effective essay answers. In doing so, the 
teacher should stress the following to the students: 

a. Sketch an outline of the answer to the question before writing actually begins. 

b. Make sure the opening statement of the answer rephrases the question or takes a position, 


€. Use transitional words such as first or on the other hand to ensure that the structure of 
the answer is obvious. 


d. Include examples for each major point made. 


€. When the writing is finished, check the outline to see if it matches the written answer. 
Finally, read the written answer to be sure it makes sense. 


5. Evaluate. The final step of PORPE requires that students evaluate the quality of their 
practice essay answers. Students are expected to learn to evaluate their answers as a teacher 
would; in this way they will learn to monitor whether they need to return to the organizing 
or rehearsal step of the strategy or are really ready for the actual examination. To facilitate 
this evaluation, it is suggested that students might rate themselves on their answers to the 
following questions: 

a. Is the question answered directly? 


b. Is there an introductory sentence that rephrased the question or took a position on the 
question? 


C. Is the essay organized with major points made obvious to the reader? 
d. Were examples used to prove and clarify each point? 
e. Were transitions used to cue the reader? 


f. Did the content make sense? 
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The guiding questions can be used in several ways. The teacher may collect the practice es- 
says and judge the quality of the essays themselves. The teacher can also provide sample es- 
says and ask students to rank order them from best to worst. Students should be prepared to 
justify their decisions in a group discussion. Because of the difficulty of the step, teachers 
may need to organize several sessions where students read, discuss, and evaluate the qual- 
ity of various essays. Once they become accustomed to judging the merits of essay answers, 
they can begin to work independently at this task. 


Cautions and Comments 


PORPE capitalizes on an integrated language arts approach to content area learning as well 
as the principles behind the Explicit Teaching of Reading Comprehension (see Unit 7) in 
the development and use of the strategy. According to Simpson, it has been tried suc- 
cessfully for a number of years with college developmental students. Furthermore, Simp- 
son (Hayes, Simpson, and Stahl, 1994; Simpson, Hayes, Stahl, Connor, and Weaver, 
1988; Simpson, Stahl, and Hayes, 1989) conducted research validations of the strategy in 
which she found that students trained in using PORPE outperformed students using tra- 
ditional methods on recognition and recall measures. In addition, PORPE students wrote 
better essays. 

By the author’s own admission, PORPE “not only takes a while to master, but also 
takes a lot of study time” (Simpson, 1986, 412). Moreover, she points to the fact that steps 
one and five are difficult for students; therefore, teachers will need to organize their time 
and instruction and plan accordingly. Thus, it seems that students will have to persevere in 
order to see positive effects with the strategy; students needing more immediate feedback 
may give up on the strategy. The length of time that students persevere may also be depen- 
dent on the amount of time teachers give to the strategy and the quality of instruction they 
provide. This criticism may not be unique to PORPE; it may be true of any study system 
that students are taught. 
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Notetaking System for Learning 


Purpose 


The Notetaking System for Learning (Palmatier 1973) is designed to: (1) provide students 
with a systematic means of organizing class notes, and (2) provide a sound means for re- 
viewing content information. 


Rationale 


Although there are certainly exceptions, many content classrooms at the secondary and col- į 
lege levels are structured around class lectures, supplemented by textbook assignments, 1 
Most traditional notetaking techniques consider only one portion of the class at a time; i.e., 
they deal with taking notes in lectures or with notetaking procedures for specific reading as- 
signments. Palmatier's Notetaking System for Learning (NSL) is a flexible system that en- 
courages the student to combine the two approaches. 


Intended Audience 


Although it is believed that some simplified notetaking procedures should be taught at an 1 
earlier point, the Notetaking System for Learning appears best suited for students in the | 
ninth grade through college. It also would seem appropriate for above-average students in 
grades seven and eight. 


Description of the Procedures 


Obviously, in order for students to use any type of notetaking procedure, they need to have 
available the basic notetaking materials—paper and pencils. As many classroom teachers 
know, this is the point at which many notetaking strategies can and do break down. 

It is suggested that students use only one side of 8 1/2 x 11-inch loose-leaf notebook 
paper with a three-inch margin on the left side of the page. If this legal-line paper cannot be 
purchased, students can add their own margins to standard notebook paper. The following 
discussion of the procedure will focus on these three major components of the system: - 
(1) recording, (2) organizing, and (3) studying. 


1. Recording. Notes generally are first recorded from the lecture, with reading notes 
added at a later time. The lecture notes are placed to the right of the three-inch marginal line. 
The specific format is best left to the individual student, but Palmatier (1973) does suggest 
the use of a format that utilizes both (a) subordination—a modified outlining procedure— į 
and (b) space. Space will vary depending upon the degree of change between items pre- 
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sented. If the lecture information appears to flow easily from one idea to another, then little 
space is left between the noted ideas; however, at the point when the topic obviously changes 
course or when there is some confusion as to how the ideas tie together, the student would be 
advised to leave a larger space so that more information may be added later. 

Again, the student should not use the back of the notebook paper. This will only cause 
confusion when the student later tries to organize or study the notes. The completed note- 
taking procedure should result in a format similar to the one shown in Figure 13.2. Note that 
each page should be numbered as the notes are recorded. This will avoid some confusion 
during the study portion of the procedure. 


2. Organizing. If time is available, immediately following the lecture session the stu- 
dent should organize his or her notes while the ideas and details are fresh. The student has 
two tasks during this portion of the NSL procedure: 


a. Labeling. By examining separately each informational unit within the recorded notes, 
the student should be able to provide labels that briefly describe the information presented. 
Labels should be placed to the left side of the marginal line and directly in line with the ap- 
propriate recorded notes. 


b. Adding. Following the labeling process, Palmatier (1973) suggests that the student 
now insert important information from the text directly into the lecture notes. If adequate 
space has been provided between important ideas, the reading notes may be easily added to 
the lecture note page; if more space is needed, the back of the notebook paper can now be 
used in this integration process. Following the above procedure, a page of notes now could 
resemble the example in Figure 13.3. 


3. Studying. The Notetaking System for Learning provides not only a simple means for 
recording ideas but also a systematic approach to the study of the notes. Since both lecture 
and reading notes are recorded within the system, the student will have no need to return to 
the text material or to shuffle back and forth between two sets of notes. 

For study purposes, the notes are removed from the loose-leaf binder and spread out 
so that only the left-hand margin of each page is visible. The labels now become the focal 
point for the study session. 
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FIGÜRE 13.2 Example Notetaking Format 
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FIGURE 13.3 Example Notes Page 


The type of exam for which the student is studying can dictate the manner in which 4 
the notes are approached. For an objective test, the student might approach the labels at 1 
random, thus approximating the multiple choice, true-false, and matching questions on < 
this type of exam. For an essay test, the student might approach the study task in a more 
organized manner, usually starting at the beginning of the notes and moving through them ` 
in the order in which they were presented. The labels in the left hand margin become the 1 
question stems for the purpose of study. A label is transformed into a question, which the ; 
student proceeds to answer. Verification is obtained by lifting the next page of notes and 
reading the information written to the right of the label. This procedure is followed 4 
throughout the study period. As the information on a page is learned, it can be returned to 4 
the loose-leaf notebook. Study concludes when all the pages are back in their proper place 
in the notebook. 


Cautions and Comments 


Secondary teachers and college professors often complain about the inability of their stu- 1 
dents to take adequate notes. Yet it is rare indeed to find the word notetaking in a secondary 1 
text or in a school district's curriculum guide. Very simply, the skill is not taught; rather, it ] 
is assumed the student will develop it. 

Teachers at the secondary level who rely heavily upon the lecture method may want 1 
to spend a portion of their instructional time teaching the students how to take notes effi- ] 
ciently. The time investment should pay off in students’ more complete understanding of the 3 
subject. Teachers will also be developing an important survival skill that their students will 4 
be sure to need in other course work. 

In teaching a strategy such as the Notetaking System for Learning, it is important 
that it be presented early in the school year. To determine if the class as a whole needs such 4 
instruction, the teacher might conclude a presentation near the beginning of the first unit ] 
by asking the students to turn in their day's notes for the purpose of an informal evaluation. 
As Anderson and Armbruster (1984) have cautioned, for any notetaking strategy to be § 
viewed as effective, attention focusing and purposeful information processing should be 
apparent. 
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Rationale 


Success in studying seems to revolve around both the awareness and knowledge about strate- 


heicstn- P: gies to use and the ability to regulate them. Strategy regulation amounts to planning activi- 
condary — | ties prior to undertaking a task, monitoring those activities during learning, and evaluating 
rather, it 1 their effectiveness after task completion. Because many students lack the metacognitive abil- 
j 1 ity to regulate their study strategies, their chances of academic success are limited. 
lay want g : As a consequence, Simpson and Nist developed PLAE based upon a model of learn- 
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3. Students must learn how to select the most appropriate strategies based upon the charac- 
teristics of the text, the task, and their own learning preferences. 

4. Students must learn how to activate and monitor a plan of action and make appropriate 
changes, when necessary. 

5. Students must learn how to evaluate their plan's success or failure in terms of goals and 
the task in order to plan for future situations. (p. 183) 


Intended Audience 


PLAE was originally developed with at-risk college students in mind. However, it seems 
logical that the strategy could also be used with high school as well as upper-level junior 
high students. 


Description of the Procedures 


Four stages describe the implementation of PLAE: (1) Preplanning, (2) Listing, (3) Acti- 
vating, and (4) Evaluating. 


1. Preplanning. In this stage of the strategy students are asked to define the study task 
assigned. Simpson and Nist (1984) suggest that students ask themselves a series of ques- 
tions to get a clear idea of the task and complete this initial stage of PLAE: 


a. When will the test be? What other tasks need I complete during the time before the 
test? 

b. What will the test cover? Will it cover just the assigned reading? Class lectures? Out- 
side reading? 

c. How many questions will be on the test? What kind of questions will they be? What 

kind of thinking will be required? 

What will the format of the test be? 

How much will this test count in the total grade? 

What kind of grade do I want on this test? 

How much time will I need to spend in studying and reviewing for the test? 

How will studying for this test change my regular schedule? 


PR mee 


2. Listing. In this stage of PLAE students must decide how to deal with the task outlined 
in preplanning and develop a plan for studying. In essence, they must decide which of the 
study strategies that they have at their disposal is most appropriate for the demands of the 
studying task. Then they must decide how to implement the selected strategies. Simpson 
and Nist suggest that students record the strategies, why they think the strategies are appro- 
priate, and how they will complete their study plan. 

For instance, if students decide that PORPE (described earlier in this unit) is an ap- 
propriate study strategy for the assignment they have been given, they should record that 
strategy and why they decided to use it. In this case it might be to give themselves prepara- 
tion for an essay test. In completing their plan of study they will record that they plan to pre- 
dict some essay questions and write answers to them. Further, they should record when and 
where they will do their studying and how long it will take them. In this case they might say, 
“Tomorrow at home in my room for 90 minutes.” 
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3. Activating. Here students implement their plan of study and monitor its effective- 
ness in accomplishing the task. They should question whether the selected strategies are 
getting them ready for the test to come or whether they should decide to change their plan. 
Simpson and Nist suggest students use the following questions as a guide during plan 
activation: 


a. Am I following my proposed plan? 

b. If not, why? What seems to be causing me trouble? Did I schedule something else I 
didn’t take into account? 

c. Can I make changes without sacrificing the goals I set in preplanning? 

d. Am I comprehending and retaining the ideas I want to? If not, why? 

e. Should I choose another study strategy or reallocate my study time? 


4. Evaluating. In the final stage of PLAE students check what they gained from this 
studying session against their performance on the test. If they followed carefully the previ- 
ous stages of the strategy, students should feel confident about what they know and how 
well they are prepared for the test. In evaluating their test performance, they are giving 
themselves feedback on how well PLAE worked. Simpson and Nist argue that students 
should do a question-by-question evaluation for each item missed so that modifications can 
be made before the next cycle of PLAE occurs. Since the PLAE procedure is cyclical rather 
than linear, this step is important for success in future tests. Simpson and Nist offer the fol- 
lowing questions for students to ask in guiding the evaluation of their test performance: 


a. Why did I miss this question? Did I misunderstand it? Did I not read it correctly? Or 
did I just not know the answer? 

b. If I didn’t know the answer, from where did the question originate? Assigned read- 

ing? Class lectures? 

What type of question was it? 

d. Is there any pattern to my mistakes? 

€. Did I select the most appropriate strategies for the assigned task? If not, what strate- 
gies should I use next time a similar task occurs? 


p 


Cautions and Comments 


PLAE attempts to get students to experience the metacognitive processes necessary for in- 
dependent learning by guiding them in how to define their learning tasks, select the most 
appropriate study strategies, and activate/evaluate the effectiveness of their plan of action. 
Indeed, in empirical studies by Nist and Simpson (1989, 1990) and Nist, Simpson, Olejnik, 
and Mealey (1991), students who used PLAE not only improved their test performance but 
also their metacognitive abilities. 

These research studies do make PLAE unique among most instructional strategies in 
that there is evidence of its effectiveness in multiple experiments. However, further explo- 
ration of the long-term effects of PLAE is needed as well as investigating qualitatively what 
is going on when students apply PLAE techniques in studying situations. Most importantly, 
however, would be to investigate the applicability of PLAE with other than college-level 
subjects. Studies using younger students would be most appropriate. 
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The purpose of Internet Workshop (Leu and Leu, 2000) is to provide an instructional frame- 
work that incorporates new technology, in this case the Internet; is easy to implement; and 
does not take away from the time a teacher needs to devote to other aspects of the instruc- 


tional day. It is designed to provide an additional vehicle for teachers to use in implement- 


ing their curriculum. 


Rationale 


There is no doubt that technology, including the Internet, is changing the nature of literacy 
and literacy learning (Leu, 2000, 2002b; National Reading Panel, 2000) as well as the na- 
ture of our society. Internet Workshop is designed around three themes. First, literacy is de- 
ictic (Leu, 2000); that is, new kinds of literacies emerge from new kinds of technologies, so 


what it means to read and write is regularly changing. Second, as multiple literacies emerge | 


from our changing technologies, literacy becomes more and more social. As rapidly as new 


technologies for reading and writing emerge, no one can be expected to be literate in all of. ; 


them. Thus, what becomes important is being able to acquire that information from other, 


more knowledgeable individuals when needed and to share information and strategies with 4 


them about the new literacies. Finally, learning how to learn continuously the new literacies 
as they emerge becomes critical. It is not that we just want students to know how to read and 
write; we also want them to be able to apply this knowledge to learn the new skills and 
strategies required by the emergent literacies. 


Intended Audience 


Internet Workshop seems appropriate for students at all grade levels. 
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Description of the Procedures 


Internet Workshop consists of independent reading on the Internet about a topic and a loca- 
tion initially chosen by the teacher. This is followed by a workshop session for sharing and 
exchanging ideas and strategies discovered by students during their work on the Internet, 
permitting them to learn socially about content information, the Internet, and critical liter- 
acy skills. Leu and Leu (2000) view the Internet Workshop as one of the easiest approaches 
to use with the Internet because it should be familiar to any teacher who has previously used 
a workshop approach in reading or writing instruction. Internet Workshop generally can be 
implemented using the following procedures: (1) locate an Internet site, (2) design an ac- 
tivity for the site, (3) complete the research activity, and (4) have students share their work. 


1. Locate an Internet Site. Teachers prepare for using Internet Workshop by locating 
an Internet site that relates to the unit under study and contains information appropriate for 
the age and ability level of the students. When the site has been selected, a bookmark is set 
so random exploration of Internet sites unrelated to the unit is limited. Internet sites are 
most quickly found by using one of the many available search engines (e.g., Yahoo, Ask 
Jeeves, Netscape) or, for younger students, a directory organized for teachers and children 
that screens out inappropriate sites for children (e.g., Yahooligans [www.yahooligans.com], 
Ask Jeeves for Kids [www.ajkids.com]). As teachers explore the Internet, they will become 
more proficient at locating sites and will discover their own favorite sites of information. 


2. Design an Activity for the Site. Using the bookmarked site, teachers should design 
an activity that will meet the learning goals you have established for the unit. The activity 
may be designed for any of the following purposes (Leu and Leu, 2000): (1) to introduce 
students to the site you plan to use in your unit of instruction, (2) to expand background 
knowledge for the next instructional unit, (3) to help develop Internet navigation strategies, 
and (4) to build students’ critical literacies for use on the Internet. An activity page can be 
developed and handed out, or the activity can be written where everyone can see it. 

Most important to remember in designing the activity is to make sure it is open-ended 
and not merely fact-based. Students need to have some choice in the kind of information 
they bring to share in the workshop portion of this framework. Choice will eliminate stu- 
dents’ bringing back identical information, stimulate their curiosity, and encourage discus- 
sion when they share. This is the heart of the Internet Workshop framework. Having 
students think about how the website is constructed and who did the construction in the ac- 
tivity also opens the door to building their critical literacy skills. 


3. Complete the Research Activity. Give students sufficient time to complete the activ- 
ity. Depending on whether you can use a computer lab or work in a self-contained class- 
room with a few computers, teachers might consider pairing up students so they can learn 
from each other as they gain information from the Internet. 


4. Have Students Share Their Work. The framework concludes with a short workshop 
session in which students share their information, compare what they have found, discuss 
their strategies of discovery, and generate new questions to be explored and answered. 
Among the discoveries that should be discussed is what the students found out about who 
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developed the website, usually found in a link labeled “About This Site.” This type of in- 
formation helps students understand the authors' motivation in presenting the information 
on the site in the way they did. Bach workshop session can add to students' developing crit- 
ical literacy abilities in this way. Internet Workshop can be concluded with research ques- 
tions to explore in the next session as the instructional cycle begins anew. As students 
become more familiar with the framework, they may also begin their inquiry projects on 
their own or in small groups. 


Cautions and Comments 


Internet Workshop is extremely flexible and has many variations to the normal directed 
learning experience. Its use is only limited by the creativity of the teacher. It can become a 
simulation or a center activity, or it can be coupled with other instructional practices you 
currently use to introduce or close a unit. For instance, Internet Workshop could become the 
framework for a simulation about the Lincoln-Douglas debates. Students could be assigned 
the roles of Lincoln, Douglas, members of Congress, concerned citizens representing op- 
posing viewpoints, and so on. Such an experience could serve as an engaging way to review 
the unit. 

Internet Workshop can also be used as the basis for a center activity. In math it might 
be used to research math problems. In English and language arts it might be used to study 
children's literature on a specific topic, or it might be used to study an important author. 
Certainly, almost any subject area could provide a multitude of topics to use with this 
framework. Internet Workshop can become the ongoing vehicle to discover how to use the 
features of a new search engine, to investigate other websites that can provide additional in- 
formation on particular topics, to find an online expert to assist students in data collection, 
and to find out what other classrooms in their school as well as around the world might be 
doing in the area under study. 

Finally, a word of caution about the instructional use of the Internet is appropriate. 
Computer technology is a relatively new field, and the number of research studies pub- 
lished in this area is small. Those that are published, report positive results (National 
Reading Panel, 2000). However, in the specific area of research in Internet applications the 
research is next to absent. Nevertheless, the possibilities about using the Internet for in- 
struction are unimaginable. Certainly, a strategy such as the Internet Workshop can pro- 
vide a relatively simple forum for discovery and can prepare students in important ways 
for the world of tomorrow. 
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UNIT OVERVIEW 


Assessment strategies for classrooms, teachers, and students represent a departure from the 
types of strategies and practices we have included in other sections of this volume. Some 
readers may consider this shift to be problematic, since the book has always focused on 
teaching, not assessment. 

It is our belief that assessment should work in partnership with teaching and learning. 
Teachers are expected to learn to use a repertoire of assessment strategies in conjunction 
with their teaching; indeed, these assessment strategies are integrated into the teaching and 
learning within the classroom. 

So how did we choose strategies to include in the present unit? A key criterion was 
that the assessment strategies selected for presentation were those clearly integrated within 
the fabric of teaching and learning. 

Although some of the strategies that we present are not altogether new, most (not all) 
represent a major shift away from the domination of standardized tests toward redefining 
assessment in terms of the following: 


1. A definition of assessment that is connected with what is going on in the classroom in 
terms of teaching, learning, the social negotiations of authority, meaning making, and so on. 


2. A view of literacy achievement that is upgraded to fit with current views of literacy, 
current teaching practices, and respect for the complexities and nuances of literacy 
development. 


3. An orientation to assessment practices that is relativistic, intersubjective, jointly ne- 
gotiated, and context-specific. 


4. An orientation to assessment that is driven by concerns for student and teacher 
empowerment. 


5. Anorientation to assessment that is concerned with the relevance, meaningfulness, or 
authenticity of what is assessed. 
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6. Aconcern for the teacher's roles (as observer, decision maker, student advocate, ed- 
ucator, interpreter) in ongoing assessment activity in the classroom. 


7. Aconcern for the student as the learner and partner in the assessment activities within 
the classroom. 


Several terms have been suggested to capture some of the goals of some of these 
kinds of assessment: authentic, learner-based assessment; performance assessment; context- 
responsive assessment, and so on. 

In essence these kinds of assessments strive to interconnect teaching, ongoing learn- 
ing, and student development. Sometimes the interweaving of assessment and teaching and 
learning may appear invisible; at other times it will be more apparent but not detached, 
anomalous, disruptive, or overshadowing. 

A quick perusal of our listing will indicate that we have not exhausted the possibili- 
ties. Indeed, there are a number of other strategies that we might have added ranging from 
think-aloud and introspective techniques to self-rating scales to logs, rubrics, conferences, 
questionnaires, interviews, and so on. We apologize for all of these omissions and recognize 
that what we have done should be viewed as a start and tied to what we deem as a signifi- 
cant shift toward the teacher as observer, “kidwatcher,” assessor, collaborator, documenter, 
and so on. 

The strategies: 


Performance Assessment. The first practice that is described is perhaps the most en- 
compassing, for Performance Assessment includes a host of possible practices in- 
cluding Portfolios. The purpose of Performance Assessment is to develop assessment 
tools that are more closely aligned with the goals of the curriculum—an attempt to as- 
sess students using activities that are more tied to the nature of the learning with 
which students are involved rather than traditional assessment formats that may not 
be considered authentic. 


Portfolios. Portfolios have the possibility of serving a multitude of purposes: to en- 
gage students in a form of self-assessment of their improvement, efforts, and achieve- 
ment across a range of activities; to engage students, often in partnership with 
teachers and parents, in periodical evaluations and goal setting; and to serve as a ve- 
hicle whereby teachers or other interested parties can pursue a process for collecting, 
analyzing, and developing plans or interpretations from a range of primary artifacts 
of students’ work and explorations. We would suggest that Portfolios have the poten- 
tial of introducing teachers to the power of classroom-based assessment systems that 
are student-centered, engaging, and empowering. 


Anecdotal Records. As teachers assume more responsibility for the assessment and 
decision making pertaining to their students, they need to learn ways to document stu- 
dent achievement, behavior, and learning as it occurs. To achieve these ends, teachers 
need to learn ways to observe and document their observations without compromis- 
ing their ongoing interactions with students. Anecdotal Records provide the mecha- 
nisms for such documentation. They represent a way of recording information about 


466 UNIT 14 


a child's literacy as they do literacy in classrooms or other settings. They usually rep- 
resent information that is collected “on the run" by a teacher or observer. 


Rubrics. Rubrics are developed as a means of analyzing literacy processes and out- 
comes arising from performance based assessments as well as other open-ended re- 
sponses such as retellings, written compositions, and portfolios. 


Running Records. Whereas Anecdotal Records might include a wide array of obser- 
vations by teachers, Running Records are a means of pursuing a more focused analy- 
sis of selected reading behaviors for purposes of monitoring student progress and 
needs. The Running Records offer teachers procedures for collecting reading behav- 
iors tied to oral reading and ways to analyze these behaviors. 


Retelling. Retelling offers an alternative way of observing reading behavior tied to the 
students’ ability to recall what they have read. No approach will ever afford a complete 
depiction of a student’s reading, but these different lenses afford the basis for making 
some tentative judgments of reading comprehension behaviors and outcomes. 


Cloze. Whereas the Cloze procedure has been criticized as a method of assessing 
comprehension, some have argued that it can only be a useful tool for assessing some 
facets of reading. Since it is still used extensively by teachers, the present description 
of Cloze as a testing and teaching tool is described along with several caveats. 


Parent-Teacher and Student-Led Conferencing. Assessment conferences with parents 
and students are intended to support ongoing engagements of students and parents in 
decision making around teaching and learning in conjunction with reviewing via port- 
folios, dossiers, and other artifacts of student learning. 


Performance Assessment 


Purpose 


The purpose of Performance Assessment is to develop assessment tools that are more 
closely aligned with the goals of the curriculum. It represents an attempt to assess students 
using activities that are more tied to the nature of the learning with which students are in- 
volved rather than traditional assessment formats that may not be considered authentic. 


Rationale 


The development of authentic assessment procedures has its roots in the negative criti- 
cisms that have been leveled at traditional means of assessing reading and writing. These 
criticisms include: concern that multiple-choice items or other forms of “closed” assess- 
ment may be‘inconsistent with constructivist views of reading; questions that the pas- 
sages used on most standardized tests are unique to those tests; concern that the 
prepackaged and standardized assessment procedures effect a form of collecting infor- 
mation that is disconcerting for many students and inconsistent with the culture of the 
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classroom; and disagreement with the methods used to measure progress, as well as a 
growing realization that what is taught may or may not be measured on these tests. As 
was espoused by the Office of Technology Assessment in their summary "Testing in 
America: Asking the right questions": 


The move toward new methods of student testing has been motivated by new understandings 
of how students learn as well as changing views of curriculum. These views of learning, 
which challenge traditional concepts of curricula and teaching, also challenge existing 
methods of evaluating student competence. For example, it is argued that if instruction ought 
to be individualized, adaptive, and interactive, then assessment should share these charac- 
teristics. In general, educators who advocate performance assessment believe assessment 
can be made an integral and effective part of teaching. (1992, 16) 


Furthermore, as more legislatures (state and federal) and districts use tests as motiva- 
tions for improving curriculum or as ways to monitor progress toward their goals, we would 
hope that the search for assessment tools tied to these goals would increase. 

In general, Performance Assessment is tied to the goal that assessment should be 
clearly linked to the goals of education, meaningful classroom activities, and the nature of 
the learning itself. In other words, Performance Assessment is woven into the fabric of 
classroom life. As such, Performance Assessment strives for methods consistent with the 
nature of behavior and outcomes to which teachers and students are aspiring. 

Performance Assessment may cover a broad and diverse range of activities. It may in- 
clude: observations that students do of their own reading or writing, logs that they keep of 
their reading and writing, webs generated prior to or after reading and writing, open-ended 
responses, the actual performance of a task, and so on. The key is that the activities are 
clearly linked to goals and meaningful activities connected to these goals; furthermore that 
teachers assess behaviors as directly as possible using criteria grounded in the activities 
themselves and the goals represented by these activities. These assessments, therefore, may 
range from the simplest student-constructed response to comprehensive demonstrations or 
collections of large bodies of work over time (e.g., Portfolios). 

As the Office of Technology Assessment, in their summary “Testing in America: Ask- 
ing the right questions," suggested: 


. . . response to these testing tasks can reveal to the teacher more than just what facts they 
have learned; they reveal how well the student can put knowledge in context. Well-crafted 
classroom performance tasks are useful diagnostic tools that can reveal where a student 
may be having a problem with the material. They can also help the teacher gauge the pac- 
ing and level of instruction to student responses. At their best, these tasks can be exciting 
learning experiences in themselves, as when a student, required to create a product or an- 
Swer that puts knowledge into context, is blessed with that flash inspiration, “Aha! I see 
how it all comes together now!" In addition, these tests can signal to students what skills 
and content they should learn, help teachers adjust instruction, and give students clear feed- 
back. (1992, 18) 


Intended Audience 


Performance Assessment tasks are appropriate for students regardless of age in any setting. 
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Description of the Procedures 


Performance Assessment should have the feel and look of worthwhile teaching and learn. 
ing activities. Therefore, while Performance Assessment activities may look familiar, 
recognition or formalization of their use in assessment may be less so. Certainly, teachers 1 
are constantly assessing students as they are teaching, and making adjustments or noting 1 
performance. Performance Assessment makes the nature of these assessments more visible, 
perhaps more systematic, and certainly more influential. Above all it creates a relationship 
between teaching and assessment that is more natural, ongoing, and constructive. 

Understandably, the form and complexity of Performance Assessment may vary con- 
siderably. For example, it might entail activities such as the following: 


Imagine yourself drafting a letter of appeal to the Vietnamese regarding the release of 1 
POWs. 


Describe the irony in E. B. White’s Charlotte's Web and what this made you feel 4 
about the different characters and the author. 


Draw a map of the town, including locations, for Virginia Hamilton’s “Zeeley.” 


Dramatize the discussions among town folk in response to what they discussed the 
next day in “Tuesday.” 1 


Look back over your journal entries in response to the stories you've read. What do 
you focus upon? Why? How do your journal entries change over time, and why? 


Using your notes, webs, jottings, etc., what steps did you follow in the development 
of your project? What do you think are the strengths of what you did? What things 
would you like to do the same or different with other projects? 


Sometimes teachers may choose to develop their own sets of activities. These might 
represent miniteaching activities as a way of exploring with students across a range of dif- 
ferent kinds of activities akin to what might be pursued in the class or viewed as a goal. 

Such tryouts may take the form of miniprojects. For example, 


a teacher watches how a student pulls together ideas from various sources (different 
content books) as a way of judging research skills (ability to focus, set purposes, take 
notes, synthesize material, etc.) en route to preparing for an extended unit of work. 
a teacher explores the students’ self-questioning and predictions as she or he reads 
several different kinds of selections. 
a teacher debriefs a student in a conference in terms of how he or she selects books to 
read for pleasure and his or her reading behavior across a number of these books. 


Vignettes of Performance Assessment during regular classroom activities: 


In the context of a Shared Book Experience, the teacher was noting how different children re- 
sponded: the types of questions that they asked, their predictions, as well as the comments and re- 
sponses that were offered among the group. What was particularly noteworthy was the extent to 
which Nigel offered some of his own ideas and recounted experiences that he had that paralleled the 
story. This was one of the few times that Nigel had responded in this fashion and the teacher viewed 
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itas significant. As a follow-up, the teacher decided to pull together some books on similar themes 
and to interact with Nigel and some of his friends around the topic. As a further check she also 
brought along a couple of selections that dealt with different themes. The teacher was able to note 
differences across these different materials. For those texts for which Nigel had had some similar 
experiences, he self-questioned, made predictions, and embellished. For those for which he had a 
limited number of related experiences from which to draw, his responses faltered and his self- 
questioning and predicting were minimal. 

Sherry, Michael, and Tony were 16-year-old ninth graders who were having difficulty pulling 
together ideas for themselves from their reading. The teacher decided to take a closer look at their 
approach and behaviors as they read. She wanted to get a sense of why they were reading and some 
of their behaviors as they read—i.e., (1) self-questioning, purpose setting (predictive) capabilities, 
and subsequent modification/confirmation of predictions; (2) developing understandings; (3) use of 
experiential background; (4) ongoing goals and use of these materials. 

In the context of their working on a project on climate, she decided to sit beside them and ob- 
serve their reading of a passage on weather forecasting excerpted from a science text. At various 
points the teacher noted what they were doing and asked them to talk about their thinking as they 
proceeded. She looked to see what they were noting and thinking about and how they planned to in- 
corporate and use those ideas. 

The teacher became aware that the students did not approach the text with any of their own 
questions or a sense of how they might incorporate those ideas into their project. Instead, they read 
the material as if they were going to be required to answer questions about memorized sections. 


Some Advice about Judging, Using, and Scoring Performance Assessment Responses. . 
In scoring Performance Assessment, the approach that seems to have the most integrity may 
require a shift away from scores to trying to see patterns in response and asking yourself, 
"What does this mean for teaching and learning and ongoing record keeping?" To these ends, 
an integral part of the scoring or judging might involve student participation in these analy- 
ses. Students might be encouraged to suggest how they would judge their responses en route 
to suggesting ongoing learning goals. It is recommended that you keep your analyses and the 
responses together so that you can return to the responses either for a second look or a differ- 
ent use. Finally, the goals of the assessment should be kept in mind. Often the analyses of stu- 
dent responses go beyond the needs of the teacher or may not be usable. Teachers and students 
should ask themselves whether the nature of the return befits the analyses being pursued. 


Cautions and Comments 


There are many reasons for supporting Performance Assessment. Performance Assessment 
brings assessment closer to the classroom in which the learning is occurring and instruc- 
tional decisions are being made. It increases the professionalism of teachers, as well as the 
value placed upon the teacher's place, including powers of observation and responsibilities 
in terms of decision making. It also brings to the fore the student's role in assessment— 
namely, the importance of shifting assessment toward a more learner-based orientation 
(similar to client-centered). 

When the impact upon students and teachers is considered, the value of Performance 
Assessment is most apparent. Namely, teachers and students are more enthusiastic and 
more informed from these kinds of assessments. Furthermore, when selected forms of 
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| | Performance Assessment have been compared with more traditional forms of assessment | 
(multiple-choice items, short-answer questions), the results are different. In particular, stu- 
dents appear to perform differently depending upon the method of assessment. It is note- 
worthy that the Performance Assessment responses are apt to correspond more closely to 
I teacher judgments of student learning and also apt to be sensitive to differences in curricu- 
lum. Whereas traditional forms of assessment may not show any differences in students en- 
gaged in dramatically different curricula, Performance Assessment indices will. (See 
Shavelson, Baxter, and Pine, 1992.) 

Criticisms directed at Performance Assessment tend to focus on issues of feasibility, 
Tn this regard, the Office of Technology Assessment, in their summary "Testing in America: 
Asking the right questions,” suggested the following: 


It is important to recall that the basic concept of direct assessments of student performance 
is not new. American schools traditionally used oral and written examinations to monitor 
performance. It was the pressure to standardize those efforts, coupled with the perceived 
need to test large numbers of children, that led eventually to the invention of multiple-choice 
format as a proxy for genuine performance. Evidence that these proxies were more efficient 
in informing administrative decisions rapidly boosted their popularity, despite their less ob- 
vious relevance to classroom learning. The modern performance assessment movement is 
based on the proposition that new testing technologies can be more direct, open ended, and 
educationally relevant than conventional testing, and also reliable, valid, and efficient, 
(1992, 21) : 


Nonetheless, there are growing concerns over a number of complex issues: 


. The additional workload that such assessments might demand from teachers 

2. The need to improve the capabilities of teachers for developing and interpreting such 
assessments 

3. The development of ways to manage these assessments without detracting from 
teaching and learning 

4. The problems with developing methods of interpreting the responses of students to 
these tasks 

5. The tension between qualitative analyses (which seem more appropriate for such 
data) and the desire to quantify and simplify these data 

6. The possibility that these tests may not be highly correlated with other measures 

7. The costs associated with the use of these techniques for large-scale assessment 

purposes 


Could they be used for high-stakes decision-making? They could serve as a form of due 
process or as a way of cross checking, but to be accepted as a sole alternative one might be 
advised to examine the laws that apply to educational testing and decision-making and 
align what one does with what would be accepted practice. For example, in the United 
States this might entail the following: 


m Provide advance notice to parents and others of the intention to use classroom- 
derived performance measures. 
m Establish a review procedure by constituencies. 
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Document relationship to learning objectives. 

Define what will be deemed acceptable performance-based measures. 

Review material for bias—especially tied to language, cultural biases. 

Pursue consensus on evaluative criteria and develop procedures for dual evaluation. 
Ensure adequate sampling of the student's performance. 
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Rationale 


Portfolios have their roots in various professions (e.g., art, journalism, architecture, etc.) in 
which traditional assessment procedures were obviously unable to adequately represent 
performance. In their most recent manifestation, portfolio assessment has emerged in re- 
sponse to the criticisms being leveled at traditional assessment procedures, such as stan- 
dardized tests, and the desire to realign assessment with teaching and learning. In this 
regard, the rationale undergirding portfolio assessment is that assessment should not be 
viewed as detached from learning and teaching but inextricably tied to them. 


A view of teaching and learning Some goals for assessment 


Dynamic and ongoing Dynamic and ongoing 

Child-centered Child-centered or client-centered 

Interactive Interactive 

Jointly constructed meanings Jointly constructed assessment 
Collaborative Collaborative 

Multifaceted Multifaceted 

Personalized Personalized 

Generative Generative 

Involving taking risks and experimentation Involving taking risks and experimentation 
Nurturing and facilitative Nurturing and facilitative 

Experiential Experiential 

Context-supported Context-supported 

Based on real texts and meaningful activities Based on real texts and meaningful activities 
Supports multiple literacies Supports multiple literacies 

Encourages self-improvement and ownership Encourages self-improvement and ownership 


Essentially, the portfolio represents some major shifts in some basic tenets of assessment. 
In conjunction with a shift in views of science away from positivism to constructivism, 
there has been a movement from absolutism to relativism, as well as an acceptance of sub- 
jectivity over objectivity, interpretability over reliability, thickness of description over sam- 
pling, collaboration over imposition, emerging over a priori, ongoing over summative, and 
so on. A discussion of traditional versus portfolio classrooms follows. 

With traditional assessment students are assessed by some outside person or using 
what is touted as an “objective” measure. In a portfolio classroom the students are involved 
in assessing themselves and establishing their own learning goals. To do so, they may work 
with their peers, teachers, and parents in reviewing their efforts, selecting representative 
pieces, keeping logs, and developing self-assessments. Admittedly, portfolios may be as- 
sessed “subjectively,” but fairly—especially considering that the goal is to enhance learn- 
ing and teaching. 

In portfolio classrooms, sameness gives way to diversity. Whereas standardized tests 
involve the same test’s being given at the same time to all students, each student’s portfolio 
provides a unique and multifaceted portrait of a student. Reading-writing portfolios provide 
a portrait of the range of literacy experiences with which each student has been engaged 
over time. A portfolio might include a collection of each student’s “Sunday best”: drafts, 
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pivotal pieces, different kinds of working documents, as well as records and reflections of 
their efforts, achievements, processes, improvement, and future learning goals. As students 
using portfolios will say, they provide “a portrait of me, who I am and how I have changed." 

Whereas traditional assessment may yield a single score or grade, portfolios yield 
profiles, tentative goal statements, and interpretative reports or narratives. These profiles, 
goal statements, and reports serve as the basis for evaluative and planning conferences with 
the students and the parents of the child. Moreover, they serve as the springboard for the stu- 
dents' negotiations of goals for themselves. 

Furthermore, the portfolios represent a form of grounded assessment versus sec- 
ondary assessment. As a result a portfolio allows a form of assessment that allows the eval- 
uator to return to the actual experiences or data from which evaluations/interpretations are 
made. In other words, just as historians might return to journals written at the time by par- 
ticipants in an event, so portfolios allow the evaluator to return to the primary sources. 

Perhaps the way to begin thinking about assessment is to take a step back and ask 
yourself, “What do I want in terms of assessment in my classroom?" Be careful not to de- 
fine yourself in terms of how assessment currently takes place. Think about what it is that 
you would prefer. So, before jumping to conclusions about the validity of such an approach 
to assessment or dismissing the use of Portfolios as too radical a departure, ask yourself 
whether your current assessment practices are serving your purposes. Just how do the as- 
sessment practices in your classroom measure up? 

Do your assessment practices empower your students’ self-understanding and allow 
them to pursue their own meaningful learning goals? Do they provide you information that 
you can use in your teaching and to mobilize appropriate support services for each student? 
Do your assessment practices enhance learning and teaching in your classroom? Is assess- 
ment well integrated into your instruction? Do your assessment practices have a relation- 
ship with teaching and learning that is ongoing, dynamic, and not disruptive? Do your 
assessment practices reflect what we know about learning and development? Above all, do 
your assessment practices empower teachers, students, and parents? 


Intended Audience 


Portfolio assessment is appropriate for students regardless of age in any setting. 


Description of the Procedures 


We will provide you a quick glimpse of the Portfolio process and some of the steps involved 
in implementing portfolio assessment in your classroom. Essentially, students are encour- 4 
aged to review and examine their current efforts and begin to define their future learning | 
goals. Teachers and students begin by maintaining a file of their work including working 
drafts, lists of ideas, finished work, notes, logs, and journals. Then they periodically peruse 
these efforts to check and reflect upon their improvements, the range of experiences, their 
breakthroughs, new learnings, and future goals. 

Is it as simple as it sounds? It is simple, but it is also a major leap in faith. It requires 
teachers to simultaneously assume a new measure of professionalism and adopt an ap- 
proach to assessment that is student-centered and classroom-based. The list below offers an 
overview of the procedure: i 


Assessment Strategies for Classrooms, Teachers, and Students 


onsof 4 PORTFOLIOS Step by Step 
idents 4 
ged.” E 1. GETTING STARTED 

yield E m Introduce parents to your plans 
ofiles. 3 m Share personal portfolio 
S with 3 m Parent/professional share portfolio, e.g., artist, architect, journalist 
e stu- 1 m Develop a class portfolio 

m Brainstorm with students about purposes and possibilities 


S sec- 
> eval- 
ns are 


2. COLLECT AND TAG 
m Develop collections: process, product, seminal pieces, representative pieces, best 
m Be sure to tag each item (e.g., date, significance, pertinent details) 
y par- 3 m Consider home-school connections 
S. i m Ongoing sections: logs, journals, self-appraisals, favorite works, etc. 
id ask j 
to de- 3 3. SELECT, SORT, SAVOR 
is that E m Organize to organize 
roach: q m Establish possible/tentative guidelines 
urself a m Consider possible samples to include in portfolio 
* = Refrain from making final selection until obtaining feedback/input from others 
m Model decision making 
m Conference 
= Adjust or add tags bases for selection 


he as- 


allow 
m that 


ident? i 4. SHARE, REFLECT, AND PLAN 
ssess- 4 m Conference with peer, parent, teacher, and student 
ation- | = Develop overall analysis/narrative, etc. 
! your | 
all, do 5. THEN 
! m COLLECT AND TAG, then 
m SELECT, SAVOR, AND SHARE, then 
m SHARE AND PLAN, etc. 


What do you include in portfolios? Students are usually encouraged to include a 
range of their writings as well as drafts or other seminal items that may not always look like 
their best work but may reflect important discoveries or breakthroughs. Students might in- 


'olved clude what might be labeled as reader response entries. These can run the gamut from time 
icour- lines to sketches of characters to book reports or journal entries. In addition, students might 
ning include logs of their readings, writings, and projects, as well as notes describing their as- 
king sessments of their progress and future goals. Finally, students might include projects that 
JETUSE they work on at home, with or without their parents. 
, their 1 But, then, how does a teacher start? 

| Several Portfolio advocates encourage teachers to develop their own portfolios. They 
quires 1 would encourage teachers to pull together a portfolio of their own reading, writing, and 
in ap- | other interests en route to sharing it with someone else or their students. If teachers are hes- 
ers an f itant to pull together their own portfolios, there are other ways tọ introduce the concept to 


students. Some teachers have enlisted the help of other teachers, parents, or members of the 
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community who maintain portfolios in the course of their profession. For example, some 
teachers have had art students share their portfolio with their classes. Others have intro- 
duced the concept of Portfolio to students by bringing in material representing the range of 
work of famous individuals such as Leonardo da Vinci. Sometimes teachers have just de- 
Scribed what portfolios are and then discussed possible guidelines for students' gathering 
and selecting materials for their own portfolios. Teachers and their students need to realize 
that they have access to a great deal of material that can be used as a basis for starting to de- 
cide what they might include. In some classes, the teachers and students prescribe a num- 
ber of particular kinds of material to be included; in other classrooms the material will vary 
across students. Usually, the students are encouraged to include material other than their 
Sunday best. For example, students might include thought pieces, breakthrough moments, 
jot lists, webs, or pivotal pieces. 

As students ponder and peruse possible entries, teachers and other students are en- 
couraged to offer support, whether they serve as sounding boards or as facilitators. In addi- 
tion, students might jot down the basis for their selection of individual pieces by using 
captions or 3 x 5 cards and including an extended narrative, Venn diagrams, or profiles de- 
scribing the whole portfolio. Teachers typically put time aside to have students deliberate 
over future directions for themselves, and to share their portfolios and plans with the class. 

The issue of evaluation of the portfolio is a matter for which there exists a certain 
amount of disagreement in the field. In the everyday use of Portfolios in classrooms, Tier- 
ney, Carter, and Desai (1991) prefer that any assessment of the portfolios be done either by 
the student or collaboratively between teachers and students. With some exceptions, student 
self-assessment is a new venture for teachers. It is important to be willing to support stu- 
dents in their own self-assessments and to value their efforts at so doing. Portfolios may not 
prove beneficial if teachers assume total control of them and are unwilling to enter into the 
kind of partnership that their use calls for. Accordingly, Tierney, Carter, and Desai strongly 
encourage having the students discuss their portfolios on their own terms. Although the au- 
thors might encourage the teachers to help the students group the material in their portfo- 
lios, they prefer that teachers encourage the students to generate their own criteria for 
judging pieces. 

At the risk of being repetitive, Tierney, Carter, and Desai emphasize that the student 
should be viewed as the client and that the portfolio should be viewed as their property. In 
several districts, they see portfolios being given to teachers or district personnel by students 
for use by the district, school, or teacher. They strongly urge schools and districts intent on 
reviewing student portfolios to either return them or to start up their own portfolios or 
dossiers especially for those purposes and in partnership with the students. If the portfolios 
are to be used to assess, the authors would emphasize that portfolios be judged in the spirit 
with which they were developed. That is, a goal of assessment with portfolios should be to 
support the students’ assessment of their own work, not to supplant their assessment with 
that of a teacher or an outsider. 

In terms of using portfolio assessment for accountability mandates, Tierney, Carter, 
and Desai would emphasize that we should be careful to respect the integrity of the port- 
folio and the possibilities that might be forthcoming. Sometimes portfolios are assessed in 
ways that are not consistent with the complexity they represent. Sometimes rubrics are de- 
veloped that are imposed upon Portfolios rather than emerging from them. We have found 
that Portfolios tell us a lot more useful information than an overall achievement level orhow 4 
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well the student performs in specific skill areas. Portfolios provide information on the ex- 
tent to which students pursue learning activities for a variety of purposes, the nature of the 
collaborations with which they have been engaged, their investment in different activities, 
the learning outcomes, and the relevance that they see in these activities, as well as the 
strategies that they employed. To ignore these multiple facets of learning is to artificially 
simplify what we know about learning. 

In turn, Portfolios are apt to have an impact upon the methods of reporting student 
performance—especially, report cards and parent-teacher-student conferences. Portfolios 
lend themselves to jointly constructed narrative descriptions of performance rather than 
grades. The various dimensions of Portfolios can be portrayed in words much better than in 
grades. Portfolios have prompted many to question whether the report card (especially 
those resorting to grades) can ever do justice to the student's achievements, improvement, 
efforts, and idiosyncrasies. Indeed, they often prompt teachers to move toward the develop- 
ment of interpretative summaries and goal statements in collaboration with students and 
parents. 


Cautions and Comments 


The effectiveness of the portfolios as a tool for evaluation is tied partially to how the port- 
folio process is implemented and the students' developing abilities to pursue self-analyses 
and trace their development; Portfolios tend to be product-oriented. Portfolio approaches 
vary significantly along a host of dimensions, especially the extent to which they are pre- 
scribed or emerging, for outsiders or for teachers and students. In other words, the label 
portfolio may mean different things in different settings. 

Certainly, portfolios have other attributes that other forms of assessment do not. 
Comparisons that have been made of portfolio assessment and traditional assessment (such 
as standardized tests and other assessment practices in operation in classrooms) favor Port- 
folios. Portfolios consistently provide more and better information about student learning. 
Teachers and parents appear to achieve a fuller understanding of student abilities, interests, 
and development. Students achieve a fuller and more positive view of themselves and be- 
come more invested in their ongoing development. 

Student ownership and independence appear to be outgrowths, because they place 
students in the position of learning to assess themselves, share who they are with others, and 
set their own learning goals. It has been reported by several authors that students from 
preschool to adulthood gain immensely from being able to assess themselves and set their 
own learning goals. They not only learn about their progress as learners, but also how their 
views on life and social issues have shifted. 

Portfolios also help reestablish the students and those in closest contact with the stu- 
dents as primarily responsible for assessment. Assuming that they are defined by students 
and teachers within classrooms, portfolios ensure that the professionalism of teaching re- 
mains intact, and that those most directly involved with the students’ learning are recog- 
nized. As assessment practices are increasingly removed from the classroom and from the 
control of students and teachers, the likelihood of mismatches between what should be as- 
sessed and what is assessed increases. 

Portfolios afford teachers the opportunity to assess students' various activities, strate- 
gies, attitudes, interests, and abilities in the context of their work. Whereas standardized 
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tests provide information on students' strategies and abilities on items students meet just! 
once and in rather contrived circumstances, Portfolios enable teachers to see these same 
features and others as students use them in different and meaningful situations. Sometimes] 
standardized testing descends upon the classroom and, like an unwelcome house guest, re-d 
quires your making special preparations, involves a great deal of disruption to your life, and 
often you are glad when it is over. 

Portfolios appear to fit into today's classrooms—in fact, Portfolios seem a natural ex. 1 
tension of the various learning activities with which students are engaged. Portfolios appear 1 
to help teachers and students keep track of, reflect upon, and plan their extended reading 
and writing projects and activities such as conferencing, journals, and shared book experi- 1 
ences. They also provide an umbrella for the integration of learning. Students are apt to in- 
clude in their portfolios material from across subject areas as well as activities related to 1 
their interests outside of school. 1 

Portfolios appear to: (1) afford students ownership and goal setting; (2) empower stu- | 
dents, teachers, parents, and administrators; (3) bring to the fore rather than simplify the } 
complexities of literacies and literacy development; and, (4) enhance the ability of students, 
teachers, and other interested parties to make effective decisions. In addition, portfolios en- 
courage teachers (1) to be responsive to the nuances of each student’s literacy development; 
(2) encompass rather than retreat from the range of experiences with which students might 
be engaged; (3) embrace rather than ignore the diverse nature of students’ literacies, their ap- 
proaches, experiences, goals, and interests; and, (4) rethink methods of reporting progress 
and setting goals with the students and their parents. 

At the same time, Portfolios may represent different things to different groups. Indeed, | 
Wile and Tierney (1994) argue that some portfolio assessment practices have a number of 3 
pitfalls. They include: (1) imposed versus emerging portfolios; (2) overly rigid and overly 
prescriptive guidelines for portfolios; (3) formalizing self-assessment; (4) imposed and stan- 
dardized criteria to guide student evaluations; (5) viewing the portfolio as the end rather than | 
a means of engaging students in reflection, self-assessment, and ongoing goal setting; 
(6) district and teacher takeover of students’ portfolios; (7) methods for evaluation that are ] 
not befitting the portfolio purposes, process, elements, and contexts; and (8) prepackaged 
portfolios. Portfolios are not without their constraints. Specifically, Portfolios should be 
viewed in terms of what they represent. In this regard, it is important to recognize that Port- 
folios represent the students’ experiences and their perceptions of those experiences; knowl- 
edge of context and the interplay of other factors is usually important in assessing student 
progress via Portfolios; Portfolios trace development but they may not afford a full and in- 
depth picture. 

Tierney and Clark (1998) provide an in-depth discussion of portfolios, including a 
comparison of portfolios with traditional measures used for high-stakes assessment. We do 
suspect that portfolios could serve multiple purposes including being used for making high- 
stakes decisions—especially, as a form of due process or as a way of cross checking. But, 
to be accepted as the basis for such decisions, one might be advised to examine the laws that 
apply to educational testing and decision-making and align what one does with what would 
be accepted practice. For example, in the United States this might entail establishing devel- 
opment procedures that involve opportunities for input and review by all parties in con- 
junction with ensuring procedures for collecting, reviewing, and evaluating materials, are 
deemed acceptable. ` 
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Ideally, any high stakes decision is never based upon any single performance measure 
or apart from lengthy deliberation with all stakeholders. If a portfolio is enlisted to assist 
with such decisions, one should be careful that the integrity of the portfolio is not under- 
mined, especially if it is aligned with approaches to assessment that are non-collaborative 


and more arbitrary. 
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Anecdotal Records 


Purpose 


As a form of assessment, Anecdotal Records are a way of recording information about a 
child's literacy as they do literacy in classrooms or other settings. They usvally represent in- 
formation that is collected “on the run" by a teacher or observer. 


Rationale 


Historically, Anecdotal Records have been used to record behaviors of children in the class- 
room, often for the purpose of making a diagnosis of a problem. Mehrens and Lehman 
(1984) suggest that they are used to record “social adjustment" (p. 229), while Locke and 
Ciechalski (1985) suggest that they are useful for collecting information about children 
who are being referred for special services. 
With the advent of Whole-Language, and particularly, the notion of “kidwatching,” 
the Anecdotal Record has become a way of recording and assessing children's literacy de- 
velopment. Unlike checklists, miscue analyses, and so forth, the Anecdotal Record can be 
made without anticipating the ways in which children engage with various events in school. 
Thus, the Anecdotal Record allows the teacher not only to engage in “‘kidwatching,” but it 
also allows teachers to consider their observations and to use those observations in their fu- 
ture interactions with children and their parents. 
Anecdotal Records require three roles of teachers: 


1. The teacher's ability to draw upon her or his understandings of the child against un- 
derstandings about literacy development. 


2. Recognition of significant events. It is neither possible nor desirable to record every 
event in the process of a child's acquisition of literacy; the teacher uses the aforementioned 
knowledge to select events for recording. 


3. Instructional practice. The teacher records the event in an appropriate manner, uses 
the event in a process of analysis and interpretation, and, finally, allows that analysis/inter- 
pretation to inform his/her interactions with and about the child. 


These three roles for the teacher reflect and enact an ongoing cycle of assessment: 
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an be Anecdotal Records allow the teacher to bring together knowledge of literacy development 
hool. and the history of a particular child in a process of recognizing events that are significant to 
but it that child's development of literacy. In turn, this information leads the teacher to a process 
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sessment. Figure 14.1 shows the process of making Anecdotal Records and the roles of the 
teacher in this assessment procedure. Each aspect of this process is discussed below. 
st un- | Development of Literacy. Since literacy development is a lifelong process that changes 

1 significantly from moment to moment in a person's life, it cannot be easily or briefly 

4 summed up. Still, a framework such as that of the Education Department of South Australia 
evan: 1 (1991) provides a list of aspects of both reading and writing that are part of literacy devel- | 
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FIGURE 14.1 Anecdotal Records: Process and Teacher's Role 


They then provide an overview of these types of information in relation to both reading and 
writing, as can be seen below: 


CAASR: Reading and Writing Overview 


CONCEPTS ABOUT LITERACY 


Uses for written language 

Kinds of written products 

The possible range of audiences 

The appropriate use of written language 

The similarities and differences between speech and writing 
The processes readers and writers use 


ATTITUDES TO READING AND WRITING 


Self-concept 


Commitment 

ASPECTS OF WRITTEN ASPECTS OF READING 
PRODUCTS COMPREHENSION 
Ideas/Information Ideas/Information 

m Topic knowledge m Topic knowledge 


m Knowledge of the world 
m Presentation of ideas 


g and 
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ASPECTS OF WRITTEN ASPECTS OF READING 
PRODUCTS (continued) COMPREHENSION (continued) 
Organization Organization 

m Kinds of writing m Fiction texts 

m Focus m Nonfiction texts 

m Parts m Focus and sequence 

m Sequences 

m Links 

= Readers’ needs 

Language Language 

m Vocabulary m Syntax 

m Sentence m Word meanings 

m Style m Style 

Mechanics Mechanics 

m Handwriting m Letter-sound relationships 

m Spelling m Directional and positional conventions 
m Punctuation m Devices for showing emphasis or 
m Layout importance 


m Using word processors 


STRATEGIES FOR WRITING 


m Layout conventions 


STRATEGIES FOR READING 


Prewriting 

m Considering possibilities 

= Collecting and connecting 

w Making plans and rehearsing parts 

Writing 

m Drafting 

m Revising 

Postwriting 

m Preparing for publishing 

m Presenting to the audience and reflecting 
on responses 


Basic strategies 

m Predict 

= Confirm and check 
m Self-correct 


Monitoring for congruence 
Creating worlds 
Coping strategies 


RANGE OF STUDENTS' READING AND WRITING 


m Fiction 

m Nonfiction 

m Multiple literacies 

m Informational literacies 
m Other 


Adapted fh from Education A Desituen of South Australia, pp. 37-38. 


History of Individual Child. Along with the numerous aspects of reading and writing to 
consider, the teacher must consider the individual child. Anecdotal Records can be used in the 
process of getting to know the child and his/her literacy development. They can also be used 
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to record unusual events, as Cartwright and Cartwright (1984) point out: Children behave 
spontaneously in many ways that often are not anticipated or expected, and the anecdotal 
record provides a method of recording the observations of these spontaneous behaviors" 
(p. 114). Obviously, one must either have a sense of a child's history or be interested in work- 
ing toward that type of understanding in order to know if a behavior is anticipated or not. 


Significant Event. What constitutes a significant event? Anthony, Johnson, Mickelson, 
and Preece (1991) suggest: 


There is usually so much happening in a class that teachers must be highly selective about 
what to record. Observations can be gathered in two ways: planned or spontaneous. Planned 
observations should be focused on a predetermined area of learning, and this can be signaled 
by the use of a key word. . . . Where do the key words come from? Simply put, they come 
from the teacher. What do I want to know about the processes of student learning? What will 
the other stakeholders in the child's education want to know? (p. 73) 


Thus, Anecdotal Records can be used in a planned fashion to track literacy acquisition; they 
can also capture for later consideration spontaneous moments of struggle—or epiphany. 
Watson (1985) offers a series of questions about the individual child in relation to lit- 
eracy development (Figure 14.2); Rhodes and Nathenson-Mejia (1992) provide a teacher- 
generated observation guide (Figure 14.3). 
Rhodes and Nathenson-Mejia (1992) suggest that teachers keep a list of this sort 
available in their classrooms to remind them of the types of things that might be observed. 


Recording Process. There are numerous suggestions for both guidelines for making 
Anecdotal Records and the actual forms that might be used. Figure 14.4 brings together 
guidelines from two sources. 

Texts on anecdotal record keeping written before the invention of sticky notes en- 
courage teachers to use index cards for Anecdotal Records; more current sources suggest 
that sticky notes can be carried around on a clipboard and then transferred to a notebook 
that has ongoing records for each student. With the advent of laptops and hand-held com- 
puters with handwriting-recognition software, teachers may soon find laptops, handheld 
devices, or other tools to be a viable way of making Anecdotal Records. 

Regardless of the recording system, it is important to provide a sufficient amount of de- 
tail so that someone else reading the record will have a sense of what happened. Rhodes and 
Nathenson-Mejia (1992) suggest that detailed descriptions with examples are more helpful in 
the long run than general descriptions. At a minimum, each obsevation should be dated and 
should include key features such as identifiers of students and the assignments themselves. 


Analysis/Interpretation 


Most sources on anecdotal record keeping suggest recording the event in the most value-free 
language possible, keeping interpretive or analytical comments separate from the record of 
the event. Cartwright and Cartwright (1984) suggest dividing the record form in half—one 
half for reporting the incident. Rhodes and Nathenson-Mejia (1992) provide examples in 
which teachers record the event first and make interpretive comments at the end of the record. 
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FIGURE 14.2 Considerations to Guide Observations 


Concepts about Print and Print Settings 


1. 


2. 


To what extent does the student attend to print? For example, does the student focus on the 
print as someone else is reading? 

How does the student handle books? For example, does the student hold the book right side 
up, turn pages one at a time, and point to the place where one should begin reading? 


. Does the student expect the print to make sense and have personal meaning? For example, 


does the student seek out text that will satisfy his/her need for information about feeding 
hamsters? 


. How does the student use information from the print setting, i.e., where the print is found, its 


format, who asked that it be read, why it is being read? 


Use of Background Knowledge 


1. 


2. 


3. 


How does the reader bring background knowledge and linguistic information to the reading 
situation? 

How does the reader approach text? Is there an effort made to appreciate and live the written 
experiences by relating the text to his/her own life? 

How does the reader use memory as a reading aid? For example, when asked to read a 
familiar song, riddle, or self-authored story, does the reader use memory (i.e., familiarity 
with the material) as a basis for predicting and making inferences? 


Use of Strategies 


1. 


2. 
3. 


4. 
5. 


6. 


How does the student handle the information-giving systems of language? Does the reader 
use a flexible strategy that encompasses all language cues (e.g., semantic, grammatical, 
sound/symbol) to construct meaning or does the reader rely on a single cuing system (e.g., 
symbol/sound)? 

Does the reader proficiently sample, predict, and construct meaning from text? 

Does the student monitor his/her reading by asking, “Am I making sense of what I am 
reading?” 

Does the reader self-correct when the flow of language and meaning are interrupted? 

Is there a dialect or first language influence on the student’s reading and how does the student 
handle this influence? 

What strategies does the reader use to approach suitable but unfamiliar text? 


View of Self as Reader 


1 


2. 
3. 
4. 


What does the student think of himself/herself as a reader? 

In what circumstances and how often does the student make the decision to read? 

What risks are taken by the student as he/she reads? 

How realistic is the student's judgment of his/her knowledge-of concepts and discourse forms 
needed to read various texts (e.g., science or history materials, poems or drama)? 


Roemer ennemi E UTR EERE prune 
Source: Watson, 1985, pp. 119—121. 


However analytical or interpretive comments are made, there are three aspects of 
Anecdotal Records to consider: (1) the significance of the single event; (2) the significance 
of the event in relation to other observed events; and (3) how the information will inform 
teaching. Anecdotal Records can be analyzed with respect to the three. 
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FIGURE 143  Teacher-Generated Observation Guide: Some Areas for Consideration 


m Functions served in reading/writing 

m Engagement in reading/writing 

a What appears to impact engagement in reading/writing 

m What aspects of text student attends to 

m Interactions with others over reading/writing 

m Interactions with materials 

m Insightful or interesting things students say 

a Hypotheses students are trying out in reading/writing 

m Misconceptions students have 

m Miscues students make while reading 

m Changes students make in writing 

= How students use text before, during, and after reading i 
m How a lesson affects students’ reading/writing x 
m Comparisons between what student say and what they do 

m Plans students make and whether/how plans are amended 

m How, where, and with whom students work 

m What students are interested in 

m What students say they want to work on in their reading/writing 

m What students say about reading/writing done outside of school 

m How students generate and solve problems in reading/writing 

m Ideas for reading/writing lessons and materials 

= How students “symbol weave" (use multiple symbolic forms) 

= How students theorize or talk about reading/writing [ 
u How one reading/writing event relates to another 

= How students use a variety of resources in reading/writing 


Source: Rhodes and Nathenson-Mejia (1992, 505). 


FIGURE 144 Guidelines for Anecdotal Records 


m Describe a specific event or product 

= Report rather than evaluate or interpret 

m Relate the material to other facts that are known about the child (Thorndike and Hagen as cited 
in Rhodes and Nathenson-Mejia, 1992) 

m Observe children within a variety of settings and at different times in the school day i 

m Record observations as soon as possible 

m Choose a workable recording system 

m Protect confidentiality 


FE Pot aN 


Source: Grace and Shores, as cited in Smith, Kuhs, and Ryan, 1993. 


Single Event. Figure 14.5 shows an example of an Anecdotal Record Process adapted 
from Rhodes and Nathenson-Mejia (1992). In this example, the teacher drew on her back- 4 
ground knowledge of literacy development and her knowledge of the individual child. The 
fact that this child began to use letter/sound relationships in her writing was significant, so 
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PROCESS - 


Literacy History of 
Development Individual Child 


Importance of sound/letter relationships E. has not demonstrated 

to literacy development. an understanding of letter/sound 
Importance of understanding word relationships in the past. 
boundaries for literacy development. 


Significant Event "d 


Child's Writing: 
STRDAIPADENBSNO 


Recording Process 


EN 
6 
SNO 


"Oo € how 


in 

the Isard “du” and thought she was writing "D^ 

snow 

Showed her how to stretch her words out like a rubber band — 
doing it almost on own by SNO. Asked her at end -what she did 
in writing today that she hadn't done in previous writing. She 
Said, "I listened +o sounds.” Told her to do it in her writing again 
tomorow. 


“u 


Analysis 
Interpretation 


€. does have a Fairly good grasp of soundiletter relationships . 
However, has a hard time isolating words and tracking words 
in sentences in her mnd. 


Use 


Invitations to continue Ao practice letterisound relationships . 
Loox for teachable moments for word boundaries . 


FIGURE 14.5 An Example of an Anecdotal Record Process 
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the teacher chose to record this moment. The teacher recorded the child's actual writing and 
a translation that would allow her (or others) to read that writing in the future. She also 
recorded her intervention process (showing child how to "stretch the words" and asking the 
child what she did that was different). 

Tn the process of analyzing this particular record, the teacher draws on her knowledge of 
literacy development to remark about what the child is capable of doing as of this observation, 
and some possible next steps for this child. In analyzing an event, the teacher might consider 
the factors that make the event significant as well as the implications of the event for the future. 


Several Events Over Time. If the teacher in the example in Figure 14.5 made several 
Anecdotal Records over time for this particular student, the teacher might find that E. is 
gaining facility with letter/sound relationships or that E. has a problem with a particular set 
of letter/sound relationships. She might be able to record the moment when E. starts to un- 
derstand about word boundaries. In conference with E.'s parents, she will be able to show 
some rich data about E.’s literacy development. 

Rhodes and Nathenson-Mejia (1992) suggest three types of analysis that are possible 
with Anecdotal Records: 


m Making inferences 
m Identifying patterns 
= Identifying strengths and weaknesses 


In addition to tracking the progress of a single child over a period of time, Anecdotal 
Records can help the teacher improve assessment practices, as Maureen Holland (in 
Rhodes and Shanklin, 1993) points out: 


While sharing my anecdotal notebook with some colleagues, I discovered that for some stu- 
dents I had copious notes and comments, while for others I had only a few. I had uncon- 
sciously collected more notes for those students who were behavior problems and those who 
were struggling academically. My method of gathering notes had been too haphazard, I de- 
termined that a more systematic collection was needed. (p. 39) 


She chose a different six students each day to focus on in order to ensure that she didn’t 
leave students out. 


Use 


The information from Anecdotal Records has several possible uses, as Rhodes and 
Nathenson-Mejia (1992) point out: 


m Instructional planning . .. Anecdotal records on children's social behaviors and re- 
sponses to written language can help teachers plan stimulating situations for the re- 
luctant as well as the enthusiastic reader/writer. . . . 

= Informing. In addition co using anecdotal records for planning ongoing instruction, 
teachers also may use the n to periodically inform others, including the students 
themselves, about students’ strengths, weaknesses, and progress . . . 
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= Generating new questions. Analyzing anecdotal records and using them to plan in- 
struction encourages teachers to generate new questions that lead full circle to further 
assessment of students and of teaching itself. (pp. 507—508) 


Cautions and Comments 


Anecdotal Records are potentially a very important part of authentic assessment procedures 
because they create a picture of a child’s engagement within a natural setting or settings, 
rather than the artificial setting of a test. Further, although traditional sources on assessment 
state that a disadvantage to Anecdotal Records is that they are time-consuming to produce, 
they can be done within the context of children’s engaging with the activities of the school. 
In other words, Anecdotal Records do not interrupt the child’s work for the process of as- 
sessment; they are integral to the child’s work. 

Finally, Anecdotal Records are a form of assessment that acknowledges—and de- 
pends on—the teacher’s understanding of children and ability to work constructively with 
them. Unlike behavior checklists (which limit the process of observation) and even Portfo- 
lios (which belong to students), Anecdotal Records allow wise teachers who have a great 
deal of insight into children’s behavior and progress to bring all their skills and information 
to bear in the process of assessment. For this reason, Anecdotal Records can be a strong part 
of an assessment program—the part that depends mostly on the teacher. They also can be 
used in concert with many of the assessment tools described in this unit as well as the analy- 
sis procedures (such as rubrics) and reporting mechanisms (such as conferencing). 

As with any powerful tool, Anecdotal Records have a potential to be harmful. Judg- 
mental language or other implicit judgments in the process of recording can be detrimental 
to children, particularly if these records become a part of the child’s school record. Further, 
although the teacher may be a wise person, he or she may not have observed the whole 
event. There may be another side to the story that is missing from the Anecdotal Record, but 
one that readers of Anecdotal Records may not look for, since it is so easy to assume that 
the teacher recorded the event accurately. In the case of Anecdotal Records about problem- 
atic events, teachers may want to invite children to record their observations and percep- 
tions and to store the children’s records with their own records. 

The teachers’ Anecdotal Records also depend upon the teachers’ understandings of 
literacy and the nature of literacy development. Oftentimes checklists are used to guide 
Anecdotal Records and may lead to some practices that are problematic. For example, 
teachers need to try to describe how the skills and strategies work together in the context of 
reading and writing. It is not adequate to define the use of a single skill or fail to mention 
the context within which the skills are used. 

Teachers need to be aware that the students’ use of skills and strategies are apt to vary 
from one setting to the next including across story selections. In defining a students’ ability, 
they are apt to find differences from one assignment to the next in terms of the following: 


Nature of engagement (active, curious, passive, etc.) 


Strategies (planning, predicting, self-questioning, visualizing, connecting ideas, trouble- 
shooting) 


Self-monitoring 


Outcomes 
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Across assignments, they might look for patterns in terms of the following: 


Values and habits 
Flexible use of strategies 
Self-assessment of needs, goals, achievement 


Range of reading and writing pursued 


It is key to realize that differences across settings should be expected, but that a pat- 
tern might emerge. In a similar vein, Goodman (1985) suggests that kidwatching (and by 
extension, anecdotal record keeping) can be beneficial to children whose linguistic back- 
grounds differ from that of the school: 


There are many issues concerning language differences in the areas of both dialect and sec- 
ond language learning which teachers must consider. Too many children have been hurt in 
the past because of lack of knowledge about language differences. . . . Attitudes such as 
“these children have no language" or “bilingualism confuses children" are still too preva- 
Jent. Kidwatching can help teachers be aware of how such statements are damaging to lan- 
guage growth . . . By observing the language of children in a wide variety of settings such as 
role playing, retelling of picture books, or playing games during recess or physical educa- 
tion, teachers gain many kinds of information that help to dispel myths about language and 
language learning. 

For example, Sorita, age 6, would use the following types of construction often in oral 
conversations with other children or during sharing sessions: 

“Lots of my friends was at my house. . . .” 

“We was going to the store. . . .” 

However, during her narration of “The Three Billy Goats Gruff” which accompanied 
the acting out of the story by some of her classmates, her teacher heard, “There were three 
billy goats. . . .” Sorita used this more formal construction throughout the narration. (p. 12) 


In this instance, the teacher used her knowledge of an individual child in order to en- 
sure that the child is using both school and home dialect. 

Finally, it is very important for teachers to keep this information confidential. Anec- 
dotal Records allow teachers an opportunity to reflect at a very significant level about a 
child’s whole development. Once such records are shared with others; however, the ob- 
server may be legally entitled to examine what was shared. 
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Rubrics are developed as a means of analyzing literacy processes and outcomes arising 
from performance-based assessments as well as other open-ended responses such as 
Retellings, written compositions, and Portfolios. 


Rationale 


„The nature and use of rubrics have emerged in conjunction with the following: 


1. An increased emphasis on open-ended responses generated by performance-based 
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Purpose i | 
I 
| 
{ 
| 
! 
| 


assessment and direct observation of performance | 
2. Qualitative analyses of data that involve the exploration of emergent categories as 3 
ways of describing complex phenomenon 
3. A desire to make statements of complex performance across individuals and sites 
in a manner that is descriptive, developmental, and distinctive, and that also allows 
comparisons across individuals | 
4. Assessments that are more directly tied to learning goals and possible teaching | 
activities $ " 
5. Anincreased emphasis on students to examining their own performance | | ; 


Most rubrics have instructional goals (e.g., understandings, strategies) that are examined in L| 
terms of various dimensions. Models of literacy processes and outcomes, especially devel- d 
i opmental models, inform the dimensions of a rubric. For example, research that explores 
i models of reading comprehension through examinations of the strategies used by expert E 
and novice readers might inform a rubric of reading comprehension strategy use. An analy- E 
| sis system could then be used to develop a continuum or scale for each of the dimensions. E 


ic as- 
2 ebb 
ional 


Tacy: 
. The 
vari- 
is) to 


read. 
"Serv- 
ema- 
ncept 
Sug- 
wious 
int. 


ising 
h as 


ased 
"s as 


sites 
lows 


Assessment Strategies for Classrooms, Teachers, and Students 495 


A reading strategies rubric, for instance, would be based on an analysis of ways students 
can flexibly and consciously use strategies across a range of reading situations. 

Observations of performance also help define the dimensions and continuum or 
scales of a rubric. For example, a rubric for comprehension strategies might be based on the 
actual performance of the students and may vary from one group of students to another, es- 
pecially if age levels and tasks are different. 

In terms of use, Rubrics can be used in an ongoing and dynamic fashion or for more 
formal purposes. 


Ongoing and Dynamic. | In these circumstances, the development and use of the rubrics 
may be woven into the fabric of everyday teaching and learning as a means of facilitating 
reflection. This reflection might include self-assessment by the student, especially as a lens 
through which progress and possible next steps are determined. If used in this dynamic 
fashion, rubrics may be constantly changing rather than static; different students might even 
develop different rubrics by which to assess themselves and think about their progress and 
future directions. Used in this fashion, rubrics are seen as a way of provoking conversations 
and ongoing educational decision-making rather than being used as a form of summative or 
periodic means of checking progress. 


Formal Uses of Rubrics. Alternatively, rubrics can serve more formal purposes, such as 
to track the progress of students over time, and to make comparisons across students and 
across classrooms and schools. Sometimes the same rubrics can be used in multiple settings 
including across large numbers of students for school districtwide or even national assess- 
ment purposes. In these circumstances, the rubrics need to meet standards consistent with 
those needed for assessment tools used for such purposes. For example, the rubric should 
be used with an adequate sample of student performance and there should be reliability 
checks on the types of the judgments that are made across students, classrooms, and 
schools. 


Intended Audience 


Rubrics can be used at all age levels in any circumstance. They are ideal in situations in 
which there is a desire to use classroom-based or performance assessment, or when there is 
an emphasis on self-assessment. 


Description of the Procedures 


Informal and dynamic use of rubrics supports conversations among students and teachers 
about performance. The steps involved in developing classroom-based rubrics are similar to 
steps involved in developing even more formal rubrics. 


1. Discuss the dimensions of the area that you are assessing. 

. Gather samples of work—either within or across an individual, depending on the 
purpose. 

. Look at the examples of student work and reexamine the dimensions. 

. Refine your list of dimensions and discuss their characteristics. 
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5. Develop a continuum (scale) for describing the range of products and performances 
on each of the dimensions. 

6. Alternatively, instead of a set of rating scales, you may choose to develop a holistic 
scale or a checklist on which you will record the presence or absence of the attributes 
of a product or performance. Try out your rubric and have others try it out and com- 
pare results. 


In the context of using the rubric for classroom purposes, it is key to remember that 
more emphasis should be placed on the conversations that the development and use of the 
rubric provoke than on the refinement of the rubric or the rate of agreement on scores. In- 
deed, the discussions may be invaluable in terms of helping students glean their own crite- 
ria and refine their own self-assessment strategies. Linda Fenner (1995) detailed how she 
explored students’ use of rubrics in conjunction with their discussions of portfolios. Fenner 
had students develop their own rubrics for looking at their own and other students’ work. 
The rubric-based analyses were used then as conversation starters about student work, In- 
terestingly, the rubric is not where the conversation ends, but where it begins. Furthermore, 
Fenner always ended with a conversation about how well the rubric worked, Indeed, in 
other activities in Fenner’s classroom some of the richest conversations occurred around 
what should count as criteria. To inform the parents, Fenner often sent the different rubrics 
home and encouraged parents to look at their children’s work in terms of different features 
on the rubric. Fenner tried to avoid oversubscribing to a single fixed rubric or a rubric that 
fit all students across all projects. 

There exists a large number of rubrics (or profiles) from which school district might 
select or adapt for their own circumstances, and many of these are used for more formal 
purposes, such as measuring student growth. For example, one such set of rubrics is the Pri- 
mary Language Record, which was developed in the United Kingdom. The overall goal of 
the Primary Language Record is to help teachers and parents engage in conversations 
around the use of various profiles and records that are gathered on each student. The devel- 
opers emphasize that the continuum is not infallible and should be shared with a discussion 
of the caveats to avoid the possibility that parents or teachers might overemphasize analy- 
ses using such profiles. Table 14.1 includes their profile together with the notes that the au- 
thors of the profile recommend. 

It is noteworthy that the authors of the Primary Language Record emphasize some of 
the limitations of their own profiles. As they stated: 


‘We encourage our teaching faculty to be descriptive rather than judgmental in their assess- 
ments of children’s development because it helps them to be more focused on their teaching. 
However, the detailed knowledge that the teachers have of their students can be very time- 
consuming to write down, and possibly more than some parents might want to know. To be 
efficient, we have developed some categories as shorthand for describing students’ literacy 
development. These categories are early, emergent, maturing, and expanding. Reducing 
children’s development to these single words means trading detailed documentation for ease 
of reporting, which opens the possibility of misinterpretation. 


Sometimes rubrics are more focused on specific elements. For example, in conjunc- 
tion with her work in Vancouver, B.C., Schools, Theresa Rogers and her colleagues (Rogers, 
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TABLE 14.1 Primary Language Records: Reading Development in the Primary Grades 


Beginning Early Emergent Maturing Expanding 


m Participates w Has favorite m Consistently m Is familiar with a m Can think about 
in story books recognizes 20 or range of genres own response to 
reading = Consistently more words out of Attempts reading and 
activities recognizes 5 context challenging speculate about 
Is curious or 6 words Initiates books others’ 
about print Independently independent Thinks critically, responses 
Has ' engages with reading of favorite speculating on Expects texts to 
memory for books for books why the author have more than 
book around 5 Chooses books of used particular one meaning 
language minutes at a appropriate words, and notices 
Retells time difficulty characters, etc. subtleties 
story to Makes Makes connections Reads for Reads 
match the connections with own writing learning and independently 
illustrations with other Uses initial letters entertainment for at least 45 
Knows how books and along with Mostly reads minutes and 
books work experiences meaning and other silently cannot be easily 
but not how Views self as cues to figure out Beginning to use distracted when 
words work areader words and correct reference texts reading a good 
Recognizes Tries to match errors Is comfortable book 
own name each spoken Still needs some using all letters Uses library 
Relies on word toa support with and some independently 
being read written one in unfamiliar texts analogies to Is self- 
to familiar books Is beginning to figure out words motivated, 

with one understand what Initiates confident reader 
sentence per reading can do for conversation with Figures out most 
page, and tries self others about new words 
again if the Is beginning to books 
numbers don’t recognize different 
match authors’ styles 

XRUMRER AMAR ERRORS EKARA 


Source: Barrs, Hester, and Thomas, 1988. 


Bryan, and Winters, 2003) use a rubric entitled IRIS (Informal Reading Inventory of Strate- 
gies) to assess writing as well as a rubric to assess reading comprehension strategies. The stu- 
dents are asked a range of comprehension strategy questions with an information text and 
their answers are scored with the rubric. The assessment tool and rubrics are used across 
schools both to assess student progress and evaluate the project. They collaboratively devised 
their dimensions or categories with teachers and districtwide consultants, based on past re- 
search, goals of the project, classroom observations, and piloting the assessment. The rubric 
has made visible to all project members the underlying goals of the project: moving children 
toward sophisticated and flexible use of comprehension strategies across their curriculum. 
Table 14.2 is a sample of their rubric applied to two of their six comprehension strategies: 
Similar rubrics have been developed by other researchers and teachers for particu- 
lar curriculum areas. For example, Michael Beeth and his teacher colleagues (Beeth, Cross, 
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TABLE14. IRIS Scoring Rubric for Written Responses and Oral Responses 


1 2 3 4 
Making No connections Makes some Makes appropriate Makes rich 
connections orunrelated minimally related connections connections between 
(Questions 1 connections connections between background 
and 2) between between background knowledge and 
background background knowledge and experiences and the 
knowledge and knowledge and experiences and text in terms of 


Active 
meaning 
construction 
(Question 3) 


Paneer eraser racer 


experiences and 
the text in terms 
of purposes for 
reading or text 
ideas, genre or 
writer’s craft 


No questioning, 
hypothesizing, 
or predicting; 
no connecting 
of ideas or 
inferencing, or 
use of text 
structure cues 
to support 
comprehension 


= 


experiences and the 
text in terms of 
purposes for 
reading, text ideas, 
genre, or writer’s ~ 
craft to support 
comprehension 


Does some 
minimally related 
questioning, 
hypothesizing, or 
predicting; minimal 
connecting of ideas 
and inferencing; use 
of text structure 
cues to support 
comprehension 


the text in terms 
of purposes for 
reading, text 
ideas, genre, or 
writer’s craft that 
seem to support 
comprehension 


Appropriate use 
of questioning, 
hypothesizing, or 
predicting; 
appropriate 
connecting of 
ideas and 
inferencing; use 
of text structure 
cues to support 
comprehension 


purposes for reading, 
ideas, genre, or 
writer’s craft, 
including some that 
extend beyond the 
scope of the text 


Rich use of 
questioning, 
hypothesizing, 

or predicting; 
appropriate 
connecting of ideas 
and inferencing; use 
of text structure cues, 
including some that 
extend beyond the 
scope of the text 


Source: Rogers, Bryan, and Winters, 2003. 


Pearl, Pirro, Yagnesak, and Kennedy, 2001) developed a continuum for assessing science 
learning (Table 14.3). 


Cautions and Comments 


Over the past 20 years, we have seen an increased use of rubrics, profiles, and other scales 
as vehicles for placing students developmentally. There are obvious dangers in using 
rubrics in an overly fixed fashion, as the dimensions have the potential to assume more 
power than might be warranted. For example, there is a danger that these continua assume 
a hierarchy of skills to be developed, which may not fit with the distinctive developmental 
characteristic of the student. Tierney, Crumpler, Bertelsen, and Bond (2003) suggest that 
“while profiles and scope and sequences provide interesting ways to inform assessments 
and are better than a score, they should be viewed as menus of possibilities that inform 
rather than considered a rigid checklist for how students are ranked, classified or forced to 
proceed” (p. 28). Likewise, in her book, Making Classroom Assessment Work, Ann Davies 
stresses: : 
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TABLE 14.3 Sample Items from Continuum for Science Learning 


Beginning View 


Developing View 


Advancing View 


Consolidating 
View 


m Describes 
objects 
Observes how 
an object 


m Gives fuller 
descriptions 
Collects and 
organizes data 


m Predicts how an 
object will behave if 
conditions change 
Locates and uses 


m Gives causal 
explanation 

m Suggests further 
questions 


interacts with 
its environment 
Asks questions 
about objects 
and phenomena 


Details procedures 
for what is done 
Relates 
explanations to 
observations 
Suggests different 
possibilities 


reference books and 
extracts information 
Links events into a 
chain or sequence 
Details an outcome 
Suggests data that 
might be collected 
to answer questions 


Making classroom assessment work means reframing the conversation from one about the 


ranking and sorting students to one ab 


out assessing learning in the context of our students’ 


futures. It means talking with and listening to learners, their parents, and the community 
about learning and assessment. It means involving students and parents, giving choices, and 
sharing control. When it comes to classroom assessment, solutions can only be found in 
thoughtful, informed conversation as we work together on behalf of students and their learn- 


ing. (Davies, 2000, pp. 78-79) 


Underlying the use of rubrics is the 


ment results or their dialectical nature, as 
her fifth graders discussed each other’s w 


need for flexibility and recognition that as a tool, 
the rubric may be fallible unless viewed as intended—to provoke conversations. As Carini 
(1994) noted, Portfolios help bring to the surface an awareness of the volatility of assess- 


Fenner (1995) discovered in her classroom when 
ork in terms of the criteria from rubrics that they 


wrestled with applying to their writings and projects. It was a space where students were 


learning about learning in more and more 
it was argumentative. 
There are numerous websites that 


expansive ways; but it was not straightforward— 


include suggestions for rubrics for adoption or 


adaptation as well as frameworks by which you can develop your own rubrics (e.g., 


http://rubistar.4teachers.org/index.php). 
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The purpose of Running Records is to “provide an ongoing assessment of the reading 
strategies being used and developed” (Lyons et al., 1993, 11) as a way of teachers’ moni- 
toring a student’s reading progress and needs. 
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Rationale 


Advocates for alternative assessment practices proclaim that teachers need to become active 
constructors of curriculum development and assessment and evaluation programs (e.g., 
Goodman et al., 1989; Anthony et al., 1991). Through these alternative measures, teachers 
can “look at individual progress while providing specific information on individual pupils’ 
instructional needs and growth" (Routman, 1988, 204). Weaver (1990) asserts that alternative 
assessment must "evolve from classroom learning and teaching instead of being imposed or 
supplied from without; they are not prepackaged or immutable" (p. 211), and that these mea- 
sures “must be selected and developed to suit the needs of themselves and their students” 
(p. 212). Routman (1991) concurs by stating that “these techniques must focus on meaning- 
ful communication in the language process—listening, speaking, reading, and writing—and 
the individual's day to day progress. As a result, careful teacher observation and teacher 
judgement becomes crucial; implying there is trust in teachers as professionals" (p. 204). 

Running Records is an an alternative assessment technique that purports to contribute 
to effective instructional planning, ongoing teacher observation of reading behaviors, and 
other decision making. The Running Record, a form of miscue analysis, was developed by 
New Zealand educator Marie Clay as an “easy, but precise, way to observe, record, and 
carefully analyze reading behaviors" (Lyons et al., 1993, 92; Routman, 1988, 205). This 
technique provides teachers with 


. . helpful insights about the strategies a child is using to reconstruct meaning while identi- 
fying what needs to be learned next. (New Zealand Board of Education, 1985, 121-122) 


It is important that students have opportunities to read familiar as well as unfamiliar 
texts when being assessed through the Running Record. 


Familiar texts reveal whether the difficulty level of the material the child is using is suitable 
and in what ways the child is making use of the strategies that have been taught. Unfamiliar 
texts reveal the child's willingness to take risks, and indicates the ability to use and integrate 
Strategies independently. (New Zealand Board of Education, 1985, 121-122) 


In addition, this technique serves the following instructional purposes: 


Ongoing assessment by: 

w identifying gradient level of difficulty 

= capturing student strategic processing 

m providing opportunities for observation and detection of “in the head” strategies 
being developed 


Record keeping by recording: 
m booklevels 


= problem-solving strategies 
m Student progress over time 
m evidence of fluent reading in easy or familiar books 


m Decision making by: 
m setting the direction for instruction E 
m grouping students by strategic processing rather than by ability 
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m identifying important strategies to praise, reinforce, or reteach in order to gain 
control/internalize 

x developing flexibility in reading 

= providing opportunities for students to work within their own Zone of Proximal 
Development (Vygotsky) 

m ultimately accelerating the reader 


Another technique that is closely related to Running Records is the miscue analysis 
(Goodman et al., 1987), which is “a tool that has contributed to the development of a com- 
prehensive theory and model of reading; it can be used to reveal the strengths and weak- 
nesses of pupils and the extent to which they are efficient and effective readers" (Goodman, 
1973, 4). Differences between these two techniques are illustrated below: 


Miscue Analysis Running Record 

lengthy “on the run” 

response sheets paper, pencil 

comprehending hypothesizing 

contrived setting authentic setting 

tape recorded live/in person 

photocopy of unfamiliar text for student familiar book for student use 
hands-on training with manual hands-on training with practice 


Intended Audience 


Running Records can be used with students at any grade level. Adaptations to meet indi- 
vidual needs and classroom purposes may be necessary. 
Description of the Procedures 


Clay (1993) and Lyons et al. (1993) outline the procedures below when administering, 
recording, and analyzing a running record. An example of a child's running record (i.e., 
Cory) and its analysis is found in Figure 14.6. 


Administration 


The teacher and student sit side by side in a comfortable setting. The teacher holds the paper and 
pencil for recording what occurs during the oral reading session and maintains a neutral observer 
role. The student holds and controls the book while reading. The reading session is not tape 
recorded, but the teacher records the entire reading session by looking into the student’s copy of the 
book while marking correct responses with ticks or checkmarks and any miscues (insertions, omis- 
sions, repetitions, and substitutions) with a specific symbol notation as described below. 


One or two instructional teaching points are identified immediately following the oral reading. 
These teaching points can be in the form of verbal comments or praise, which signify the presence 
and use of particular reading strategies that may not yet be internalized, or can be in the form of a di- 
rect instruction lesson in which the particular reading behaviors or strategies not being exhibited can 


t indi- 


er and 
server 
Xt tape 
of the 
omis- 


ading. 
2sence 
of a di- 
edcan 
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Cory’s Running Record 
Text, __On a Cold Cold Day TextLevel | 3 
Scores; Running Words 33 Error | ,. 4| SC fi 
Error 10 Rate 3 | ACC.| 66% Rate 4 
Page| Title and level: On a cold cold day E | sc E wet 
L LL 4 wt 
r On “a cod cold day 
Z Z] Pee oy 
A  rat'R wears a hat 
l ld] M Q viO sO 
3 t Calec a ad nee 7 4 DEOR OIOI 
M@©®VIMO@V 
M@®VIMOV 
4 f xs 4 < Coat 1 Mv 
A giraffe wears a scarf 
MOY 
em v E 
5 — goate wear coats 2 
6 Kangaroo wv "A 1 DOQ 
Kangaroos wear shoes 
M(Ov 
7 A Cat A i 2 QOQ 
— Kittens wear mittens 
v - Y al of them! (W) MOY 
a | And Paul wears them all =R 4 y $ M 
Mov 


Analysis: Cory’s dominant cuing system ie structure. Those 
neglected are meaning and visual. Meaning ie cross checked 
against structure resulting in self correction. (oae ) 

OCKo 


FIGURE 14.6 Cory's Running Record of Analysis of Strategies 


be developed through explicit teaching and demonstration (Clay, 1993, 39). The purpose for teach- 
ing is to have students arrive at "an end point in instruction where they have developed a self- 
extending system which is a set of operations just adequate for reading slightly more difficult text 
for the precise words and meanings of the author" (Clay, 1993, 39). It is during this time that the 
teacher wants to build on the strategies already under control while praising and reinforcing those 
reading strategies that are developing and eventually will become internalized and automatic. 
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Coding the Running Record 


The following notations are used when recording reading behavior on a Running Record. (Clay, 
1993, 27-29) 


Correct words are marked with a checkmark 

All responses deemed wrong are underlined and written above the word 
Multiple responses are valued and an MSV coding analysis is required 
Other codes that will appear on the running record include 

m SC=self-correction 


PY PS 


i a — =a hyphen above line omission 
| = T=Told 
" m R-Repetition 
m — =a hyphen below line insertion 
d m A = student appeals for help 
| w W = wait (or hesitation, pause) 


5. Other guidelines to attend to when counting up errors 
m proper names repeatedly missed is counted as 1 error 
1 m lowest score for any page read is 0 
k m if line or sentence is omitted, count each word as error; if entire page is omitted, deduct 
number of pages from total score 


Using the Running Record to analyze strategies (Clay, 1993) 


1. Searching for cues: When analyzing errors, the following questions need to be addressed re- 

garding the assumptions of what was going on inside the child's head. 
m Does the child use meaning (M)? Is the student applying his knowledge of the world to his 
reading? 
w Does the child use structure (S)? Does the student elicit a word that sounds right? What 
| i language structure does the child bring to the learning environment? 
i m Does the child use visual cues (V)? Does what the student says look visually correct? What 
part of the word was the child attending to—the beginning, middle, or end? (pp. 41-42) 

2. Self Correction: Clay (1993) claims that self-correction reflects that “the student will exhibit 
reading behaviors such as monitoring, searching by using the three cuing systems, cross- 
checking using different cues, and will attend to and self-correct miscues. Asking open ended 
questions like ‘How did you know it was ?' invites students to examine reading be- 
haviors after completing a reading operation successfully” (p. 43). 

3. Cross-Checking Information: According to Clay (1993), the student, when not satisfied 
with a response, will exhibit overt behaviors that signal to the observer that something does 
not make sense and that meaning is lost. Such behaviors include “making another attempt, 
looking back to previous print, rethinking what was already said, or complaints that a neces- 
sary letter is missing" (p. 41). When this occurs, the student is encouraged to cross-check (i.e., 
visual cues, meaning cues, or structural cues) or use two sources of information—checking 
one against the other" (p. 41). 

4. Using Running Records to monitor and adjust instructional material: After taking the 

E Running Record, it is important for the teacher to select appropriate instructional material that 

| will challenge and support the learner. In this regard, a teacher tries to challenge the child with 

material for which he achieves a 90-94% fluency. As Clay (1993) states, 


Jay, 


luct 
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The goal of teaching is to assist the child to produce effective strategies for working on text, not to 
accumulate items of knowledge. It is necessary to develop opportunities for the child to problem 
solve, predict and accommodate new knowledge. In a literate setting, the most important thing that 
the child can do when reading is to notice that something is wrong and use his own resources for 
working on a solution. (p. 15) 


Beyond 95 percent, the material is viewed as not sufficiently challenging. According to Clay, if a 
child's instructional program is designed to foster the child's independent level (9510046), the child 
most likely will not participate in enough stimulating and challenging opportunities that would en- 
courage, expand, and strengthen his current strategies. There will be little or no authentic opportu- 
nities for problem solving, investigating, and taking the initiative to probe and explore. 

The opposite will be true for a student with whom instructional learning activities will con- 
tinually fall within the hard or difficult range (50-89%). If this should occur, the opportunities for 
the child to utilize, experiment, and risk the few strategies he may have control over will be almost 
nonexistent. This child needs to be absorbed in authentic, language-rich experiences that will enable 
him or her to explore what he or she knows while being supported with his or her approximations 
through scaffolding. 


ELESGUER SUE NOE Rn aono rennen OESTE REESE IEEE GEN Ong n CON vcn envo nm TOT T REEOYTRE CORSO INCRERN 


Cory's Running Record results illustrate that he is struggling with reading. Indeed, 
his teacher might look for material that is not so challenging. Nonetheless, it does appear 
that he understands what he is reading; however, he relies too much on Meaning (M) and 
Structure (S) cues without attending to the Visual (V) aspect of words. Although there is ev- 
idence he is aware of early reading strategies (directionality, one-to-one matching, search- 
ing and monitoring), it appears that Cory has not internalized these strategies enough to 
initiate them on his own or to utilize these behaviors in a strategic way. 

Even though this text (level 3) fell within the hard/difficult range, many positive read- 
ing behaviors can be gleaned from this document. For instance, Cory understands storybook 
language; understands directionality and that words carry the message, not the pictures, but 
that the pictures are used to assist reading. He is able to locate known words ("here's a”) but 
has not yet internalized how this known word can assist him during the reading process; and 
he understands the functions and forms of language as exhibited in the rhyming of words 
("coat/goat and fox/socks match, don't they?"). 


Cautions and Comments 


In the educational arena today, much has been debated regarding the appropriateness and 
frequency of standardized testing within the school curriculum. Much debate has focused 
on the aspects of quantitative and qualitative measures. For instance, the standardized test 
"frequently examines surface behaviors, strategies such as self correction and regressions, 
which are needed for proficient reading, but are often treated as problematic. Qualitative 
analysis, on the other hand, evaluates why miscues are made and assumes that they derive 
from the language and thought that the reader brings to the written material" (Goodman et 
al., 1987, 4). With the advent of alternative assessment, many teachers have found ways of 
implementing these techniques that assist them in tailoring their programs to meet “pupils’ 
instructional needs and growth” (Routman, 1988, 204). In addition, teachers began to 
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participate in decision-making processes that could lead to curriculum development and in- 
structional change. For instance, the success classroom teachers have found with Running 
Records involves useful, immediate, and diagnostic data that are helpful when reporting 
school progress to parents (Routman, 1988). Another positive attribute of Running Records 
involves “observation ‘on the run’ without time spent in preplanning, tape recording, and 
photocopying text" (Weaver, 1990, 228) as depicted in miscue analysis. Numerous refer- 
ences to Running Records as a means of matching books to readers and tracking progress 
can be found in discussions of the use of practices such as Guided Reading (see Unit 1) and 
similar frameworks, especially with at-risk readers. 

Running Records are no panacea. They represent a sampling of reading behavior that 
may or may not give a full or adequate picture. Some students have aversions to oral read- 
ing; for others it detracts from their meaning making. Running Records do encourage 
teachers to be constantly monitoring what students are doing as they are reading en route to 
making decisions as to appropriate support and materials. Although Running Records may 
be difficult to manage, as an occasional spot check they afford teachers and the students 
themselves a teaching tool that is more dynamic than rigid and can be more supportive than 


intrusive. 
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nigle, T. Pardini, and N. P. Kurtz. 1995. Teachers" 
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choices in classroom assessment. The Reading ing the curriculum and implementing alternative 
Teacher 48(7): 622-624. Provides an overview of assessments. 
various assessment tools (concepts about print, Weaver, C. 1988. The reading process and practice from 
Running Records, self-assessment/goal-setting in- socio-psycholinguistics to whole language. Ports- 
terviews, Rubrics, and so on). mouth, NH: Heinemann. Provides an in-depth study 
Routman, R. 1988. Transitions from literature to literacy. and discussion on the reading process and its rela- 
Portsmouth, NH: Heinemann. Describes how tionship to instructional practice. 
teachers and school personnel can successfully . 1991. Understanding whole language from prin- 
shift from a more traditional setting to one of an in- ciples to practice. Portsmouth, NH: Heinemann. 
tegrated, literature-based language arts program. Describes the impact a holistic, integrated, child- 
. 1991. Invitations: Changing as teachers and centered environment has on literacy learning and 
learners K-12. Portsmouth, NH: Heinemann. An the need for authentic means of assessment in rela- 
excellent resource to assist teachers when integrat- tion to literacy learning. 
Retelling 
Purpose 


The purpose of Retelling for classroom assessment is to provide teachers an alternative to 
asking questions in evaluating students' understanding of what they have read. Using 
Retelling, students try to recall as much as possible of what they have read, and compre- 
hension performance is judged on the thoroughness of the recall. 


Rationale 


Critics of the informal reading inventory point out that the question-and-answer format em- 
ployed by it does not necessarily tap students' understanding of what they read to the fullest 
extent. Questions, in essence, can function to limit the responses students can make. 
Retelling, on the other hand, allows students to respond in their own words concerning what 
they understood from the text. Thus, Retelling can increase both the quantity and the qual- 
ity of what is comprehended. 

Since the procedure involves repetition and rehearsal of what is read, Retelling 
should add more text information to memory and affect how much is learned. Additionally, 
the procedure allows for students to make the information gained from the text more per- 
sonally meaningful than questions and, therefore, should affect the depth of learning. 


Intended Audience 


Retelling can be used across the curriculum with a variety of grade levels. However, it is 
most commonly used in elementary level classrooms, particularly those that take a Whole- 
Language emphasis (see Unit 2). 


Description of the Procedures 


The procedure for Retelling will be discussed using the following two steps: (1) eliciting 
the retelling, and (2) scoring the retelling. 
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1. Eliciting the Retelling. Before Retelling is used as a means to assess students’ com- 
prehension, they must be familiar with the procedure. Students will have difficulty doing a 
retelling if they are unfamiliar with the technique and what is expected of them; therefore, 
they should have had prior practice doing it. 

To begin the retelling, make sure that students understand that they will be asked to 
retell the story. Since the retelling is not for instructional purposes, the story should not be 
discussed with the student beforeband, nor should there be any prompts during the proce- 
dure. After the story has been read, ask the student to retell it as if it were being told to a 
friend for the first time who had never heard it before. To ensure the accuracy of the assess- 
ment, tape-record the retelling. 


2. Scoring the Retelling. Irwin and Mitchell (1983) have developed a holistic system to 
score a retelling. Because each student's retelling is individualistic with regard to reaction, 
personality, and depth of understanding, assessment should be done by examining the 
whole recall and not its component parts. Only by examining the totality can the richness of 
the reader’s understanding be judged. ` 

To assess a retelling, Irwin and Mitchell developed criteria for establishing five levels 
of richness, from good to poor, to use in judging a student's recall. Figure 14.7 describes the 
levels of richness of a retelling while Figure 14.8 is a checklist that compares the principal 
qualities of the five richness levels. 

In using this scoring system, teachers will need to make judgments about the quality 
of a student's retelling by comparing it to the original story and using the criteria to judge 
its richness. For instance, if a student's retelling shows that the student did not generalize 


FIGURE 147 Judging Richness of Retellings 


Level Criteria for Establishing Level 


5 Student generalizes beyond text; includes thesis (summarizing statement), all major 
points, and appropriate supporting details; includes relevant supplementations; 
shows high degree of coherence, completeness, comprehensibility. 


4 Student includes thesis (summarizing statement), all major points, and appropriate 
supporting details; includes relevant supplementations; shows high degree of 
coherence, completeness, comprehensibility. 


3 Student relates major ideas; includes appropriate supporting details and relevant 
supplementations; shows adequate coherence, completeness, comprehensibility. 


2 Student relates a few major ideas and some supporting ideas; includes irrelevant 
supplementations; shows some degree of coherence; some degree of completeness; 
the whole is somewhat comprehensible. 


1 Student relates details only; irrelevant supplementations or none; low degree of 
coherence; incomplete; incomprehensible. 


d J. N. Mitchell, 1983. A procedure for assessing the richness of retellings. Journal 


Source: From Irwin, P. A., an 


of Reading, 26, 391-396. All Rights Reserved. Reprinted by permission of the International Reading Association. 
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1 FIGURE 148 Checklist for Judging Richness of Retellings 
a 
e, 5 4 3 2 1 
l Generalizes beyond text X 
10 Thesis (summarizing statement) X X X 
dd Major points X X X ? ? 
2 Supporting details X X X X ? 
a Supplementations Relevant Relevant Relevant Irrelevant Irrelevant 
s- Coherence High Good Adequate Some Poor 
Completeness High Good Adequate Some Poor 
Comprehensibility High Good Adequate Some Poor ; 
to REEL a EA E T EE EE UT a PE a ek a EEE i hc TEE LEI 
n, Source: From Irwin, P. A., and J. N. Mitchell, 1983. A procedure for assessing the richness of retellings. Journal 
ie of Reading, 26: 391-396. All rights reserved. Reprinted by permission of the International Reading Association. 
of 
ls 
ie beyond the story or provide a summarizing statement, only mentioned some major points 
al anda few supporting details, but did show some signs of story coherence and completeness, 
then the student's retelling would probably be classified as level 2. This, however, would f 
ty tell the teacher that the student did not do a very good job of comprehending the story. The i 
ie teacher may then wish to do some further evaluating, such as a probed recall, to gather ad- 
'e ditional information. All findings should be added to the student's portfolio to get a more i | 


comprehensive look at the student's reading. 


Cautions and Comments 


Using Retelling enables teachers to get a different look at how students comprehend. A 

X holistic examination helps teachers move away from the small details recalled through | 
questions to look at the richness of a student's retelling and how the student was able to H 
move beyond the story read and how it was related to the student's personal experience. | 
Certainly the global examination of Retelling provides teachers the opportunity to be more 
consistent in their assessment over time of students’ comprehension. 

It should be mentioned that the description of the Retelling procedure was based on 
the student reading a story and orally recalling it. Variations on this procedure allow 
teachers to accommodate differences in age, reading ability, culture, and so on, by the 
teacher’s reading the story and having the student retell it or even having the student write 
his retelling. 

It is also cautioned that this description of the Retelling was for assessment, not in- 
struction. If teachers were to use the Retelling as a means for comprehension, the procedure 
would be modified. Prompts could be added to help students embellish their retellings. IM 
Brown and Cambourne (1987) suggested that students be asked to make predictions about al 
the story and that those predictions be shared and discussed before it is read. After their 

E ] retellings students should compare them with one another to examine others' interpreta- 
tions of the story. In this way the procedure can be adapted to engage students more fully 
n. . both before and after reading. Peter Johnston (1997) discusses the use of Retellings for 
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assessment purposes, including ways to enhance their authenticity and potential. He also 
examines other possibilities, such as having students translate text using techniques such as 
those developed by Patricia Enciso (1990) involving cutouts to represent people and places 
for assessing engagement. 
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yond: Collaborative assessment in reading and Association, 128-149. A discussion of procedures 
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Cloze 
Purpose 


Cloze and variations of Cloze are used to assess reading comprehension. However, research 
has raised serious questions that suggest that Cloze should be used with an understanding 
that it measures at best sentence level comprehension—specifically, a reader’s ability to 
align him or herself with the language of an author's text. 


Rationale 


Taylor (1953) described the Cloze procedure as: 


. +. a method of intercepting a message from a “transmitter” (writer or speaker), mutilating 
its language patterns by deleting parts, and so administer it to "receivers" (readers and lis- 
teners) that their attempts to make the pattern whole again potentially yield a considerable 
number of cloze units. (p. 416) 


Since Taylor made such a statement, Cloze has been widely advocated as a method 
for assessing whether students can comprehend text and as a procedure for improving read- 
ing comprehension. It has come to be widely used in tests such as the Degrees of Reading 
Power as well as standardized tests and tests tied to instructional material. Unfortunately, 
recent research is equivocal with regard to what exactly Cloze is measuring, and it should 
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not be assumed to be directly associated with reading comprehension. Notable among these 
studies is the work of Shanahan, Kamil, and Tobin (1982) and Shanahan and Kamil (1983), 
showing that Cloze is neither sensitive to intersentential aspects of text nor to prior knowl- 
edge. On the other hand, these results have been called into question by Gamarra and Jonz 
(1987). While further research is conducted to further define what the relationship of Cloze to 
reading comprehension is, we can say with some certainty that Cloze appears to measure— 
and maybe heighten—a student's use of the syntax of and information presented with indi- 
vidual sentences. 


Intended Audience 


The Cloze procedure has been recommended for use with readers at all levels for a variety 
of purposes, such as instructional placement and an assessment of a student's ability to use 
context clues and to assess the readability level of certain texts. As an instructional tool, its 
use has been referenced at the first-grade level (Gove, 1975) through college level 
(Bloomer, 1962; Friedman, 1964; Guice, 1969). 


Description of the Procedures 


For those who have used the Cloze procedure as a measure of the comprehensibility of 
printed material, it would be best to note some differences between the use of the technique 
in those settings and the use of the strategy as an instructional device. Essential differences 
are summarized in Table 14.4. 

Different forms of Cloze have been developed to achieve different assessment ends. 
For purposes of assessing students' comprehension or to assess the readability of a text, the 
most common approach to Cloze requires students to generate exact word replacement for 
a random selection of deleted words. In this form of Cloze test, every fifth word is deleted, 


TABLE 14.4 Cloze Procedure 


Characteristic As a measuring device As a teaching tool 


Length (1) 250-350-word selections (1) Initially, may use single sentences. 
Later, passages of no more than 


150 words 


Deletions 


Evaluation 


Follow-up 


(2) Delete every nth word with 
approximately 50 for the total 
word passage 

(3) With this procedure, only exact 
word replacement is correct. 
Sometimes a teacher may analyze 
student responses in terms of their 
syntactic and semantic 
characteristics 

(4) Usually none 


(2) Make deletions selectively and 
systematically in accordance with 
proposed use 

(3) Synonyms or other replacements: 
are appropriate 


(4) Student and teacher discussion of 
the exercise helps comprehension 
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regardless of the word. Recommended procedures for constructing such a passage are as 
follows: 


1. Select a representative selection from the material to be assessed or that represents 
the type of material being assigned to children. Look for an intact section of this text (i.e., a 
section that could stand alone) of approximately 250—350 words. You should avoid mater- 
jal that depends on or is obviously linked to previous material. 


2. Keep intact the first and last sentence or sentences depending on the length of the sen- 
tence. If the sentence is especially short, you may wish to include more than one sentence. 


3. Randomly choose one of the first five words in the second sentence. Beginning with 
this word, omit every fifth word until 50 words are deleted. Dates would be considered sin- 
gle words, certain hyphenated words may be viewed as single words or two words depend-* 
ing on your rationale. 


4. Replace each deleted word by a blank of uniform length. 


5. Have students either replace the word in the blank provided or on a separate sheet. 


Example Cloze 


The Cloze Procedure 


The Cloze procedure is based on the psychological notion of closure (hence, Cloze) and the 
concept of redundancy within the language. The Cloze has been. asa procedure for 
how well a reader comprehending a text. Research suggest 
that it measures -level comprehension not text- comprehension. It will ap- 
pear assess how well readers align themselves with the 
choice of words. Another of Cloze has been assess the readability of 
text. To this end, following criteria have been : if readers re- 
place more 60 percent of the words accurately then they can 
handle the material ; if readers replace between and 60 percent of 
words accurately then they need instructional support when 
the material; if they below 40 percent the may be too frustrating. 


constructing a Cloze passage, a passage of around 
words in length. Type first sentence intact. with the fifth word 
the second sentence, delete fifth word until you fifty dele- 
tions. Replace each with an underlined blank spaces long. Finish the 
in which the last occurs, then type one sentence intact... . 


.-. Since the development of the Cloze, variations such as the Maze procedure have 
emerged. 
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Intact Passage from Which Sample Cloze Was Developed 


The Cloze Procedure 


The Cloze procedure is based on the psychological notion of closure (hence, Cloze) and the con- 
cept of redundancy within the language. The Cloze has been touted as a procedure for assessing 
how well a reader is comprehending a text. Research would suggest that it measures sentence- 
level comprehension, not text-level comprehension. It will appear to assess how well readers can 
align themselves with the author's choice of words. Another use of Cloze has been to assess the 
readability of a text. To this end, the following criteria have been used: if readers replace more 
than 60 percent of the deleted words accurately, then the readers can handle the material inde- 
pendently; if readers replace between 40 and 60 percent of the words accurately, then they may 
need instructional support when reading the material; if they fall below 40 percent, the material 
may be too frustrating. i 

When constructing a Cloze passage, select a passage of around 300 words in length. Type 
the first sentence intact. Starting with the fifth word in the second sentence, delete every fifth 
word until you have fifty deletions. Replace each deletion with an underlined blank fifteen spaces 
long. Finish the sentence in which the last deletion occurs, then type one more sentence intact. . . . 

... Since the development of the cloze, variations such as the Maze procedure have 
emerged. 


[a s aana x 
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Guthrie and his colleagues (1974) suggest using Maze to monitor comprehension and 
assess the level of challenge of the material that they are reading. Unlike Cloze, maze re- 
quires the reader to choose among three choices: exact word, a word representing the same 
part of speech, or a word representing a different part of speech. If students are responding 
to Maze at a level of 90 percent across three or more passages, then the student seems to be 
able to read these materials independently. If students are responding at between 60 and 69 
percent they are operating at optimal instructional level. Below 60 percent they are likely to 
be frustrated. 

Other assessment uses of Cloze tend to represent variations of the aforementioned ap- 
proaches or uses of Cloze for specific purposes, such as assessing students’ ability to use 
pronominal references or consonant clues, and so on. Such uses involve forms of Cloze cre- 
ated with these specific tasks in mind and parallel the types of Cloze activities described 
below for using Cloze for instructional purposes. 


Cloze Used for Instructional Purposes. Given the questions raised about Cloze, most 
advocates have shifted away from using Cloze as a method to assess comprehension and in- 
stead reserve its use for instructional purposes. Several individuals have attempted to out- 
line systematic procedures for using the Cloze technique as a comprehension-building 
strategy (Bloomer, 1962; Schell, 1972; Bortnick and Lopardo, 1973; Gove, 1975). The fol- 
lowing procedural outline incorporates the thoughts of each of those individuals. 


I. Teacher Preparation 


a. Selecting materials. Schell (1972) suggests that, in the early stages, materials should 
be at the students’ independent reading level. Teachers can extract written selections from 
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stories and poems in basal readers, from subject matter texts, or from language experience 
stories the students themselves generate. There are some Cloze-type materials available 
through several publishers. It is important to note that teachers themselves produce some of 
the most effective materials. 

As we mentioned earlier, passages should be shorter than passages generally used 
when Cloze is a testing device. For example, teachers may use single sentences initially 
with first graders, gradually moving to selections in which 10 to 15 deletions have been 
made (Gove, 1975). 


b. Designing the Cloze exercise. There appears to be a logical progression in the format 
for presenting Cloze exercises. Consider the examples that follow only as a guideline for 
developing Cloze exercises. We present them in order of difficulty, which the teacher 
should follow. 


1. Sentences in which the teacher deletes one word; a multiple-choice format with 
two choices. Notice in the following example that the two choices include the cor- 
rect item and a foil, or an incorrect item that is quite different graphically and is a 
different part of speech. 


1. monkey 
“We saw a at the zoo... 
2. soon 


2. The same format as above, but with the foil somewhat graphically similar to the 
correct item and a different part of speech. 


1. mostly 
“We saw a at the zoo... 
2. monkey 


3. Two choices, both the same part of speech. 
1. monkey 
"We saw a at the zoo... 
2. money 


4. Three choices that include the correct item, a word of the same part of speech, and 
a word that represents a different part of speech.* 


“We saw a at the zoo... 
1. money 

2. mostly 

3. monkey 


*These examples are similar to a testing strategy, the Maze technique, described by Guthrie et al. (1974). 
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From these highly structured examples, one can move to less structured items. Again, 
in terms of difficulty, one could progress with exercises of this type: 


1. Asingle graphophonic clue in a sentence where only one word could reasonably fit. 


“T think the square t will look better in the dining room than the round one 
you considered buying.” 


. Asingle graphophonic clue in a sentence where several choices are possible. 
“We bought a bag of p. at the grocery store.” 


Finally, the teacher could use sentences and passages similar to these, but without the 
graphophonic rule.* 

Again, we suggest this sequence simply to provide a guideline for the development of 
Cloze activities. Obviously, the teacher must consider the difficulty of the printed materials 
and the reading sophistication of the students when developing exercises of this type. 

The reader may have noticed that each of the examples above contains a noun dele- 
tion. Schell (1972) suggests that in the early stages of instruction, the teacher should 
delete only nouns and verbs. Later, he or she may emphasize categories such as adjectives 
or adverbs. 


2. Instruction. 1n many kindergarten and first grade classrooms, the instructional pro- 
gram might include oral Cloze activities. The following is an example of one such activity: 


Iam going to say some sentences, but I will leave off the last word of each sentence. See if 
you can tell me what word I left out. Let's try this one: "At Joe's birthday party on Saturday, 
we had some ice cream and ." What word(s) make(s) sense there? 


Discussion then could center on why students have various answers. Such exercises 
provide a logical introduction to the use of written Cloze activities. 

When initiating written Cloze activities, the teacher might begin with a whole-class 
activity focused on material presented on an overhead projector. The teacher should direct 
students to read through the entire sentence or passage before attempting to supply the 
deleted word(s). A student volunteer could read the material and supply the missing 
word(s). One other student who has responded differently could read and provide his or her 
responses. Class discussion would center on such questions as: 


Why did you choose this word? What word or group of words indicate to you "building" 
should be placed in the blank? How does your word contribute to the meaning of the pas- 
sage? When your word is in the sentence, what does the sentence (or passage) mean? How 
does your word contribute to the meaning in a different way? When your word is in the sen- 
tence, does the sentence (or passage) have a different meaning? (Gove, 1975, 38) 


*These examples are similar to a testing strategy, the Maze technique, described by Guthrie et al. (1974). 
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Other students could add their suggestions with continued discussion centered on 
these questions. 

Later, the teacher could give the mimeographed Cloze passages to complete individ- 
ually. In small-group discussions, the teacher asks each student to explain why he or she 
used a particular word. The small-group discussions would then lead to large-group discus- 
sion of some of the more interesting or controversial items. 

An exercise such as the following might be used with a group of intermediate level 
readers. Obviously, the teacher would not type the deleted words on the students' mimeo- 
graphed copies, but we include the words here for discussion purposes. 


Would you like to find a rich (gold) mine? There's one in the Superstition Mountains of Ari- 
zona. Jacob Walz, an (old) prospector from Germany, was one of the last known persons to 
(visit) the mine. Before Walz died in 1891, he gave (simple) directions to the mine. There is 
also supposed to be a map. But no one has ever been able to find what is now (called) "The 
Lost Dutchman Mine."* 


Each of the words in parentheses offers students the opportunity to supply a variety of 
other words. For example, in place of the word old, students might offer replacements such 
as elderly, adventurous, interesting, ugly, or eccentric. Discussion then could center on why 
these choices are feasible, and why words like young, robust, and so on are not acceptable. 

Jongsma (1980) and others have suggested that this discussion procedure may be the 
key to the successful use of Cloze as a teaching strategy. There is very little evidence to sug- 
gest that Cloze exercises alone will produce better comprehenders. 


Cautions and Comments 


There appear to be an endless number of ways that teachers can use the Cloze procedure to 
improve the comprehension skills of readers. For example, Rankin (1959) proposed the use 
of Cloze exercises to assist readers who have difficulty with text in their content classrooms, 
and Blachowicz (1977) proposed using the Cloze technique with primary grade students. 
Furthermore, there seem to be a number of alternative Cloze formats. Two additional Cloze 
formats have appeared in research studies and may present possibilities for use in teaching. 
A limited Cloze technique (Cunningham and Cunningham, 1978) employs the traditional 
deletion pattern of every fifth word with the deleted words randomly ordered and placed in 
columns on a separate sheet. Another format, the least-major-constituent limited Cloze 
(Cunningham and Tierney, 1977), deletes every fifth least-major-constituent (syntactic unit 
sometimes larger than words) and randomly orders them in columns on a separate sheet. 

As was suggested in the Rationale, Cloze should not be assumed to be directly asso- 
ciated with comprehension. Indeed, it seems that some people are using Cloze haphazardly. 
The reader should note that merely completing Cloze activities will not result in students’ 
improved comprehension. Rather, comprehension improvement using Cloze depends on 
the reader's purpose, the text's demands, and the teacher's follow-up during and after a 
Cloze activity. To this end, teachers should use Cloze selectively with passages and pur- 


*Smith, R. G., and R. J. Tierney, Fins and Tales, Scott, Foresman Basics in Reading. (Glenview, IL: Scott, Fores- 
man, 1978) 72. 
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poses where students’ ability to produce replacement words or phrases is a worthwhile ac- 
tivity. For example, Cloze might be inappropriate with text for which a more reader-based 
understanding is appropriate. Finally, we need to stress the fact that there is very little re- 
search that supports the use of Cloze as a procedure either for testing or for developing com- 
prehension (McKenna and Layton, 1990; Shannon, Kamil, and Tobin, 1982). 

Johnston (1992) offered a similar view. As he stated: 


There has been considerable debate among researchers about whether the cloze procedure 
can provide information about a reader’s understanding of anything more than a sentence at 
a time. Some claim that by careful selection of the words to be deleted, the procedure can re- 
quire the students to know the whole meaning of the text (assuming that only a single mean- 
ing can be acceptable). Of course, in order to feel a need to engage in these arguments, you 
have to feel it is necessary to obtain some numerical indicator of a child’s “ability to com- 
prehend.” If you do feel such a need, then the cloze procedure remains a useful instructional 
technique for helping some children attend more to the use of context to figure out unknown 


words.” (p. 123) 
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Parent-Teacher and Student-Led Conferencing 


Purpose 


Assessment conferences with parents and students are intended to support ongoing en- 
gagements of students and parents in decision making about teaching and learning in con- 
junction with reviewing via portfolios, dossiers, and other artifacts of student learning. 


Rationale 


Conferencing among students, teachers, and parents is seen as a means of establishing a 
partnership in support of student learning that is ethically responsible as well as pedagogi- 
cally important. In their book Interactive Assessment: Teachers, Students, and Parents as 
Partners, Tierney, Crumpler, Bertlesen, and Bond (2003) suggest: 


In most of our everyday interactions in the world we expect to be involved in joint decision- 
making. For example, in legal matters, we would seek advice from an attorney who could 
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outline options and possible ways to proceed. Or, if we were ill, we would see a doctor who 
would give advice as to types of medication that might help and whether we need to see a 
specialist. In each of these brief scenarios, an assessment is made. We are aware of what is 
at stake and expect to be part of the decision making process, part of a conversation. How- 
ever there is more going in these situations than might be visible at first glance. On another 
level, each of these examples outlined above involves inquiry and negotiation. Each conver- 
sation involves inquiry into a question about health, or legal options. From there, we may 
need to negotiate about the necessity of a medical procedure, or the best course to protect 
one's rights as a citizen. Further, we could pursue other opinions about each of these issues, 
weigh them against one another, and decide what is best. 

In a similar fashion, we might expect schools where assessment is central to a child's 
future to engage parents or other caregivers and teachers in conversations that lead to joint 
decision making that is informed by inquiry and negotiation. We further might expect these 
same schools to cultivate partnerships committed to developing assessments with students 
that allow these students to demonstrate growth and achievement. (p. 11) 


Further, a number of educators would argue that these conferences afford teachers, parents, 
and students to learn from each other as they engage in ongoing review and reflection of 
progress, achievement, and expectations. The conferences are an opportunity for a form of 
"time out" to check on progress and to make plans. Such transactions ensure that there is a 
give-and-take en route to parents’, students’, and teachers’ being better informed and com- 
mitted to support ongoing learning goals. 


Intended Audience 


Conferencing is a means of engaging stakeholders in assessment-related decision making 
at any age. 


Description of the Procedures 


Conferencing between students, teachers, and parents may assume a range of forms, from 
parent-teacher to parent-student-teacher to student-led parent conferencing to peer-to-peer. 
In other units, we described various forms of peer-to-peer conferencing in conjunction with 
various holistic and literature-based strategies, especially Book Club and Reading-Writing 
Workshop. While conferencing can be woven into the everyday fabric of interactions or 
occur as needed between teachers and parents or teachers and students or among students, 
the focus in this unit is planned parent-student-teacher conferences. While there are a num- 
ber of different ways of proceeding with a conferencing, the teacher is responsible for the 
types of negotiations that might occur, including the venue and ground rules. 

Typically, teachers organize conferences in conjunction with open houses, at the end 
of grading periods, at the end of a major unit, or in conjunction with distributing report nar- 
ratives, progress reports, or portfolios. They serve as a means of taking stock, celebrating 
progress, or joint decision making. In preparation for a conference, a teacher might make 
available the material portfolios, assignments, and so on and review these with the students 
in preparation for either the teacher's conference with the parents or the student-led confer- 
ence. For example, as conference time in one class nears, the teacher with some student 
help gathers stacks of the students’ material on a table at the back of the room. Additionally, 
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the students have access to a file where they have stored their ongoing portfolios, as well as 
| past portfolios and other classwork. As the teacher prepares for teacher-parent conferences, 
i she meets with her students one by one at the back table, and together they look through 
i their work from among the stacks. In turn, they do the following: (1) review and discuss 
their progress, (2) consider needs to be met and recommendations for change, and (3) for- 
mulate what they might share with the parents. The teacher asks them to look over their ef- 
| forts and to suggest features that they notice about their work. She probes each student in 
| terms of what the student might want the teacher to share with her or his parent about her or 
i his progress. The conference with each student's parent is scheduled over a few days and in- 
i cludes sharing of the portfolio selection as well as analyses by the teacher and the student 
| of their progress. For some parents, the teacher is unable to meet face-to-face and instead 
pursues meetings by phone and e-mail. 

In another classroom, the teacher also brainstorms with the students about what they 
might share with their parents in conjunction with a student-led conference. This includes 
looking over a reading-writing portfolio to select three different pieces that they have writ- 

; ten and like. They are to write why they like their pieces and to choose one that shows im- 
provement. They also look at projects that they and their classmates did as well as a range 


TABLE 14.5 Some Steps in Planning and Conducting a Conference 


Preparing for Conference 


I. Gathering the resources together—teacher-student planning meeting. Students and teachers 
gather relevant material prior to meeting 


II. In-class review of material —teacher-student conference. Classroom-based review with 
student work in preparation for reports to parents, parent-teacher conferences, parent-student 
conferences, etc. Student researches efforts and achievements toward organizing for a conference 
involving discussion of goals, progress, features, achievements, and future goals. This might 
Occur in conjunction with conferences or open houses or via reports to be shared. 


Holding Parent-Teacher or Student-Led Conference 


I. Review of material. Teacher provides an overview (purpose, format, and ground rules) and 
then either the teacher or student shares portfolios, classwork, etc., and talks about goals and 
achievements. Parents review student efforts and are engaged in conversations, especially about 
achievements and progress to date. 


II. Goal setting and planning to meet future needs. The student, teacher, and parents discuss 
possible future pursuits and talk about goals and needs. They also invite suggestions that might 
be helpful and plan ways to meet the students needs. 


Follow-Up and Ongoing Review 


"Teacher evaluates the process and ways to improve the student and parent review, assessment, 
and goal setting. A follow-up report and note of appreciation are sent to the parents and students. 


Assessment Strategies for Classrooms, Teachers, and Students 


Observational Checks 


watching, listening, probing, 
anecdotal records, inventories, 
conferences, quizzes, etc. 


Joint Decision Making Reflections and 
Consultations 


on-the-run assessments, 
conversations, reports, 
portfolios, rubrics, 
Select resources comparisons, etc. 


Goal setting 


Adjustment to meet needs and 
maximize possibilities 


FIGURE 14.9 Cycle of Observational Checks, Reflections, and Decision Making 


of other artifacts, Together the students and teacher make a list that serves as the agenda for 
what the students will share at the student-parent conference, open house, or a sharing 
meeting at home. The teacher writes notes to the parents to explain the procedure and pro- 
vide guidelines for the parents’ responses. The parents arrive in sets of three at preset times. 
Each child follows the guidelines and shares with parents their work; at the same time, the 
parents are invited to offer suggestions as to what they like. The teacher roams the room and 
sets up separate times to meet with each child’s parents if it is requested or needed. 

In both classrooms, the teacher orchestrates the review, but the students do the as- 
sessment and selection of the work. Also, students organize the material for the conference 
as well as provide comments on their own work. That is, the review of the material by the 
teacher and parents is under the direction of the student, regardless of whether the student 
is present at the conference. However, the teacher and the parents might have the option to 
hold a separate meeting to discuss some areas. Regardless of the approach, there are a num- 
ber of steps that undergird decision making, and for each there is likely to be one or more 
conferences, as outlined in Table 14.5. 

Figure 14.9, taken from Tierney et al. (2003), depicts how conferencing might fit into 
the cycle of classroom-based assessment activities. 

A teacher can select from an array of formats for a conference, based on their goals, 
including how they wish to engage students and teachers around the table. Further, more 
than one conference format might be enlisted in the course of the schooling. 

Tables 14.6 and 14.7 are taken from Tierney, Crumpler, Bertelsen, and Bond’s overview 
of alternative formats for Parent-Teacher and Student-Led Conferencing. 
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Cautions and Comments 


As greater emphasis is placed on accountability and joint decision making with students 
and parents, school personnel often will enlist conferencing as one of several means of 
achieving these and other ends. On the one hand, conferencing serves as an invaluable 
means of affording parents and students an opportunity to engage with one another in re- 
view, reflection, and joint decision making. On the other hand, they should not be used as 
the sole means of interacting with students and parents and in some circumstances may be 
problematic unless carefully planned and adapted to the needs of specific students and fam- 
ily situations. In particular, for some children and parents, such interactions may need a 
great deal of support and understanding. Sometimes the student's relationship to his or her 
parents may require adjustments so that the conference is productive rather than rote, neg- 
ative, or simply a performance. Sometimes the student's circumstances and those of the par- 
ents may make it difficult because the conference times that are planned may conflict with 
other responsibilities of the parents. There are certainly a host of considerations that may 
need to be contemplated, and there may be other modes preferable to conferencing. 


TABLE 14.6 Parent-Teacher Conference Formats 


Type of 
Conferences Description Benefits Factors to Consider 
Format 1: Parent and teacher meet Open conversations Student not involved 
Traditional to discuss student between teacher in conference, thus 
Parent-Teacher growth and progress. and parent, input from student. 
Conference Student is typically not sensitive issues can Child may become 
invited to attend. be raised and anxious about what is 
discussed. being said in his/her 
. absence. 
Format 2: Parent and teacher meet The student is able Both teacher and 
Parent-Teacher to discuss student to hear the parent are guarded by 
Conference growth and progress. discussion between what is being 
with Child Student is invited to teacher and parent. discussed. 
Present attend and listen to what 
is being discussed. 
Format 3: The student begins the Open Organization and 
Parent-Teacher conference by sharing communication preplanning of 
Conference work samples that have between all supervised activity for 
with Input been selected. Student stakeholders— the students after 
from the then leaves the student, parent, leaving the 
Student conference so the teacher. Parent can conference. Some 
teacher and parent can hear how child is type of transition 


SRA A 


Source: Tierney, Crumpler, Bertelsen, and Bond, 2003. 


continue conference. 


doing from child’s 
perspective. 


system in place to 
minimize distractions 
to others. 


gta oy, 
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TABLE 14.7 Student-Led Conference Formats 
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Type of 
Conferences Description Benefits Factors to Consider 
Format 1: The student leads the Child shares the work Maintain an equal amount of 
Student leads conference by discussing the selected; child leads involvement between student 
and teacher selected pieces. As the child conference; open and teacher, create a balance 
prompts shares the work, the teacher conversations between between structured and open- 
prompts with questions or parent, teacher, and ended exchanges, provide 
comments that assist the child child. more time when planning and 
in the description. implementing this format. 
Format 2: Both teacher and student have Child shares selected Share conversations with 
Shared a shared responsibility. The work, child leads parents during goal setting, 
conference student leads parents through conference, open emphasize activities with 
with specific selected work samples. conversations between both teacher and students, 
roles and Teacher not present during parent and child. provide more time when 
responsibilities initial conversations. Parents planning and implementing 
and student move to another this format. 
table to set goals and discuss 
progress with teacher. 
Format 3: Several conferences are going Child is independent; Share conversation with 
Student leads on simultaneously in one child shares work parents while drifting from 


and teacher 
floats 


room. The child leads the 
discussion, shares goals, and 
highlights learning strengths 
and areas needing 
improvement. Teacher floats 
around the room and is 
available to ask and answer 
questions. 


selected; child leads 
conference; open 
conversation between 
parent, child, and 
teacher. 


Format 4: Conferences are conducted in Child shares work, child Share conversation with 
Student as the absence of teacher. is independent, parents while drifting from 
teacher/leader/ Students share selected work opportunity for open conference to conference, 
informant with parents. Students lead conversation between provide more time when ` 
parents through written parent and child. planning and implementing 
evaluation/summary forms. this format. 
Format 5: The committee selection An excellent opportunity Provide appropriate 
Student selects guidelines are established by for student to showcase monitoring and scaffolding of 
a committee both students and teacher. work, student selects the social and academic 
The committee membership persons who will guide development, create flexible 
includes five individuals and support learning, schedules for conferences, 
selected by the student with encourages collabora- maintain open and continual 
teacher input. Support and tion and ongoing dia- communication between 
feedback are given by all logue between student's members. 
committee members. support system. 
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Source: Adopted from Tierney, Crumpler, Bertelsen, and Bond, 2003. 


conference to conference, 
provide more time when 
planning and implementing 
this format. 
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In terms of learning, conferencing can serve an important role in engaging students in 
self-assessment and increasing their awareness en route to developing independence 
through understanding of their achievements and goal setting. In terms of assessment, con- 
ferencing ensures that parents, teachers, and students are conversing about issues of teach- 
ing, learning, and testing in the interests of the student and in ways that have been 
underemphasized in many school settings. The necessity of such transactions is key, espe- 
cially regarding matters of literacy development for purposes of developing shared goals 
and ways of mutually supporting one another to make better-informed decisions about 


high-stakes assessment. 
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described, 48, 108-112 
Induced Imagery, 290-293 
cautions and comments, 292 
described, 250, 290-292 
Inquiry. See Author-Reader- 
Inquirer Cycle; I-Search 
Paper 
Inquiry Chart (I-Chart), 298-302 
cautions and comments, 
301-302 
described, 250, 298-301 
Integrated curriculum units, 
67-69, 70 
Interactive Assessment, 518-519 
International Reading Association 
(IRA), 1-2, 8, 99, 206 
Internet Workshop, 460-463 
cautions and comments, 462 
described, 446, 460-462 
Interplay of literacy skills, 115-116 
Invented Spelling, 115 
I-Search Paper, 441—444 
cautions and comments, 444 
described, 411, 441-444 


Jigsaw, 405-409 
cautions and comments, 408 
described, 388, 405-408 


Keyword Method (Levin), 
324-327 
cautions and comments, 327 
described, 304, 324-326 
Kidwatching. See Anecdotal 
Records 
K-W-L, 257-262 
cautions and comments, 
261-262 
described, 249-250, 257-261 


Language Experience Approach in 
Communication (Allen), 
114, 124-135, 157 
cautions and comments, 
131-134 
described, 117, 124-131 
Language-Experience Approach 
(Stauffer), 8, 140-146 
cautions and comments, 
145-146 
described, 117, 140-144 
Learning Centers, 128-129 
Letter-based activities, 182-183 
Listening logs, 152-153 
List-Group-Label, 307-311 
cautions and comments, 
309-310 
described, 303, 307-309 
Listing activity, 308 
Literacy Collaborative, 8 
Literature Circles, 389-396 
cautions and comments, 
395-396 
described, 387, 389-395 
Literature response. See Response 
to literature and drama 
Long Jump Project (Reggio 
Emelia Approach), 121 


Making Classroom Assessment 
Work (Davies), 498-499 
Making words activity, 13 


Mapping. See Idea Mapping; Story 
Grammars and Story Maps; 
Word Map 

Meaning vocabulary strategies, 
303-327 

Contextual Redefinition, 303, 
311-313 

Feature Analysis, 303, 314-318 

Keyword Method (Levin), 304, 
324-327 

List-Group-Label, 303, 
307-311 

overview, 303-304 

Possible Sentences, 34, 303, 
304-307 

Vocabulary Self-Collection 
Strategy, 304, 322-324 

Word Map, 304, 318-322 

Miscue analysis. See Retrospective 
Miscue Analysis (RMA) 

Modeling, 287, 291—292, 309, 
326, 431-432 

Multiple literacies. See New 
Basics/Rich Literacy Tasks; 
Reggio Emilia Approach; 
Sketch to Stretch 


Narrative. See Story Grammar and 
Story Maps 

National Council of Teachers of 
English (NCTE), 46-47, 
228n, 230n, 231n 

National Reading Panel, 105, 159, 
169, 175, 185, 192-193, 203, 
206, 207—208, 212, 249, 273, 
279, 283, 284, 303, 307, 313, 
318, 324, 327, 387, 415, 440, 
460, 462 

New Basics/Rich Literacy Tasks, 
39-45, 123, 193, 203 

cautions and comments, 43-44 
described, 3, 39-43 

New London Group, 40-41, 73, 
123 

New Zealand, 135-140, 147-155, 
161-172, 501 

New Zealand Board of Education, 
501 
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Notetaking System for Learning, 
454-457 
cautions and comments, 456 
described, 445, 454—456 


Office of Technology Assessment, 
467, 470 
Ohio State University Early 
Literacy Learning Initiative, 
5-6, 8, 9, 168 
Oral reading strategies, 234-248 
Choral and Repeated Reading, 
234-239 
Echo Reading, 235, 242-244 
overview, 234—235 
Paired Reading (Topping), 235, 
245-248 
Radio Reading, 235, 239-242 
Organic Reading (Ashton- 
Warner), 135-140 
cautions and comments, 
138-139 
described, 117, 135-138 


Paired Reading (Topping), 
245-248 
cautions and comments, 248 
described, 235, 245-248 
Parent-Teacher and Student-Led 
Conferencing, 518-525 
cautions and comments, 522 
described, 466, 518-521 
formats, 522, 523 
Patterned Language Approach, 
156-158 
cautions and comments, 
157-158 
described, 118, 156-157 
Performance Assessment, 466-472 
cautions and comments, 
469-471 
described, 465, 466-469 
Phonemes, 214 
Phonics. See At-risk readers; 
Analytic Method; Retro- 
spective Miscue Analysis; 
Syllabary/Analogy Method; 
Syntactic Method 
Picture sorting activities, 198-199 


536 


PLAE, 457-460 
cautions and comments, 459 
described, 446, 457-459 
Point, Counterpoint, 369-373 
cautions and comments, 372 
described, 359, 369-372 
PORPE, 450-454 
cautions and comments, 453 
described, 445, 450-453 
Portfolios, 472-482 
cautions and comments, 
477-479 
described, 465, 472-477 
Possible Sentences, 34, 304-307 
cautions and comments, 
306-307 
described, 303, 304-306 
Postreading activities, 32-33 
Prereading activities, 31-32 
Process Drama, 360-368, 384 
cautions and comments, 
365-367 
described, 359, 360-365 
Productive pedagogy, 40 
Progressive Educational 
Movement, 65 


Queensland Department of 
Education (Australia), 39-45 
Queries, in Questioning the Author 
(QtA), 253-254 
Question-Answer Relationships 
(QARs), 274—280 
cautions and comments, 
278-219 
described, 250, 274—278 
Questioning the Author (QtA), 
251-257 
cautions and comments, 256 
described, 249, 251-256 


Radio Reading, 239-242 
cautions and comments, 
241-242 
described, 235, 239-241 
Readers Theatre, 380-386 
cautions and comments, 384 
described, 359, 380-384 
Reading Excellence Act (1998), 192 
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Reading Mastery, 212 
Reading Miscue Inventory 
(Goodman and Burke), 230 
Reading Recovery, 5, 8, 9, 15, 
161-172, 175 
cautions and comments, 
168-169 
described, 159-160, 161-168 
lesson framework, 164-167 
Reading response journals, 
152-153 
Reading Strategy Lessons 
(Goodman), 193, 220, 
226-233 
cautions and comments, 
231-232 
described, 194, 226-231 
Reading- Writing Workshop, 85, 
87-95, 139 
cautions and comments, 94 
described, 48, 87-93 
Reciprocal Teaching Quest, 273 
Reggio Emilia Approach, 119-124 
comments and cautions, 123 
described, 117, 119-122 
ReQuest Procedure, 19, 270-274 
cautions and comments, 
272-213 
described, 250, 270-272 
Response Heuristic, 373—376 
cautions and comments, 
375-376 
described, 359, 373-375 
Response to literature and drama, 
358-386 
Point, Counterpoint, 359, 
369-373 
Process Drama, 359, 360-368, 
384 
Readers Theatre, 359, 380-386 
Response Heuristic, 359, 
373-376 
Sketch to Stretch, 359, 376-380 
Retelling, 507-510 
cautions and comments, 
509-510 
described, 466, 507-509 
Retrospective Miscue Analysis 
(RMA), 193, 219-226 


cautions and comments, 
225-226 
described, 194, 219-225 
session overview, 223—224 
Rhyme activity, 13, 37, 236-237 
Rich Literacy Tasks. See New 
Basics/Rich Literacy Tasks 
Rubrics, 494-500 
cautions and comments, 498-499 
described, 466, 494-498 
Running Records, 500-507 
cautions and comments, 
505-506 
described, 466, 500-505 
sample, 502-504 


Scaffolded Reading Experience 
(SRE), 29-34, 420, 447 
cautions and comments, 33-34 
described, 3, 29-33 
Selective Reading Guide, 421-423 
cautions and comments, 423 
described, 410, 421-423 
Self-selected/individualized 
reading activity, 12 
Shared Book Experience, 8, 85, 
147-155, 157 
cautions and comments, 153 
described, 117-118, 147-153 
Shared Inquiry. See Gréat Books’ 
Shared Inquiry 
Shared Reading, 193, 203 
Silent Directed Reading-Thinking 
Activity (Silent DRTA), 25 
Sketch to Stretch, 376-380 
cautions and comments, 379 
described, 359, 376-379 
Spelling, 196-198 
SQ3R method, 445, 447, 449 
Story Grammars and Story Maps, 
434-441 
cautions and comments, 
437-440 
described, 411, 434-437 
sample, 435, 436, 438-440 
Story Impressions, 347—351 
cautions and comments, 350 
described, 328; 347-350 


Structured Overview. See Graphic 
Organizers 
Student book talks, 153 
Student-led conferencing. See 
Parent-Teacher and Student- 
Led Conferencing 
Students Achieving Independence 
(SAIL), 112 
Study Guides, 416—421 
cautions and comments, 420 
described, 410, 416—420 
sample, 418-419 
Studying, 445-463 
Internet Workshop, 446, 
460-463 
Notetaking System for 
Learning, 445, 454—457 
overview, 445-446 
PLAE, 446, 457-460 
PORPE, 445, 450-454 
Survey Technique, 445, 
446-449 
Style Study, 341-347 
cautions and comments, 346 
described, 328, 341-345 
Success for All, 8, 172-176, 207 
cautions and comments, 175 
described, 160, 172-175 
Survey Technique, 446-449 
cautions and comments, 449 
described, 445, 446-449 
Syllabary/Analogy Method, 
214-219 
cautions and comments, 218 
described, 194, 214-218 
Synthetic Word Families, 38, 
207-214 
cautions and comments, 
211-212 
described, 194, 207-211 


Teacher training 
in Keyword Method (Levin), 
325-326 
in Reading Recovery, 167-168 
in Success for All, 175 


Text Preview, 266—269 
cautions and comments, 269 
described, 250, 266-268 
Text Structure Strategy, 430-434 
cautions and comments, 433 
checklist, 432 
described, 410-411, 430-433 
Theater of the Oppressed, 367, 
384 
Thematic Cycles, 68-69, 72 
Thematic Maths, 68 
Thematic Units, 67-68, 71 
Theme-Based Units, 65-78, 139 
cautions and comments, 72-73 
described, 48, 65-72 
Think-Alouds, 286-290 
cautions and comments, 
288-289 
described, 250, 286-288 
Think-Sheets, 351-357 
Transactional Strategy Instruction 
(TSD, 284 
Transmediation, 358 
Tutoring programs 
in Paired Reading (Topping), 
245-248 
in Success for All, 173 


Uninterrupted Sustained 
Silent Reading (USSR), 
101-108 

cautions and comments, 
105-106 

described, 48, 101-105 

Home Sustained Silent 
Reading (HSSR), 106 


Visual discrimination activities, 
204 
Vocabulary. See Meaning 
vocabulary strategies 
Vocabulary Self-Collection 
Strategy, 322-324 
cautions and comments, 
323-324 
described, 304, 322-323 
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Whole-Language, 49-64, 139, 
193, 220 
cautions and comments, 57-60 
decoding approach versus, 
56-57 
described, 47-48, 49-57 
Word banks, 143 
Word-based activities, 183—184, 
312-313, 323 
Word blending activities, 205 
Word Map, 318-322 
cautions and comments, 321 
described, 304, 318—321 
Word sorting activities, 198-199 
Word Study, 195-203 
cautions and comments, 
201-202 
described, 193, 195-201 
Word study activity, 178 
Word wall activity, 12-13 
Writing activities 
in Author’s Chair/Peer 
Conferencing, 83, 85, 328, 
329-335 
in Book Club/Book Club Plus, 
99 
in Dialogue Journals, 328, 
335-341 
in Expository Reading-Writing 
Think-Sheets, 329, 351-357 
in Four Blocks, 14 
I-Search Paper, 411, 441-444 
in Language-Experience 
Approach (Stauffer), 
143-144 
in Reading Recovery, 165 
in Reading-Writing Workshop, 
89-91 
in Story Impressions, 328, 
347-351 
in Style Study, 328, 341-347 
in Success for All, 178-179 


Reading Strategies and Practices: A Compendium, Sixth Edition, continues to be an invaluable 
reference tool for literacy students and practicing teachers alike! 


Packed with a full range of strategies and practices that can be directly implemented in the 
classroom, this text is designed to be an ongoing reference for any literacy educator. 


New to the Sixth Edition: 


e Updated citations and discussions of the strategies and practices address the political 
mandates, research findings, and national reports that have been released. 


Inclusion of strategies that have emerged in the past four years and that are highlighted 
in the national reports, as well as a discussion of the new basics, or ^multiliteracies," 
provide students with the most up-to-date information. 


New discussion of technology has been added and offers strategies on how to 
incorporate technology in the classroom. 


Reviewers Still Love Reading Strategies and Practices: 


“Our students like the wide variety of strategies offered in the book. They also like the fact that 
the book is not geared just toward at-risk students, or gifted students, but offers ideas that can 
work with many various ability levels." 

-Deborah Doty, Northern Kentucky University 


^| have such respect and admiration for the daunting feat that the authors have managed to 
accomplish; they have taken the latest and greatest research and compiled virtually all the 
information relevant to reading methodology. It is a gift to our profession. Armed with this book, 
a teacher would be equipped with all the tools necessary to teach reading." 

-Lilian McEnery, University of Houston Clear Lake 


^| have chosen this book for my courses first because the authors are leading scholars in the field 
of literacy and have done extremely well in presenting different types of strategies and practices. 
The book provides in-depth descriptions of many strategies and practices that my courses cover. 
Additionally, my students have found the description for each strategy/practice very readable 
and comprehensive, and the suggestions and ideas from the book are very applicable to their 
teaching." 

-Shelly Hong Xu, California State University, Long Beach 


“What distinguishes this text from others is the 
breadth in its coverage of models. | know of no Pearson has joined 
other text that describes 87 different models Change Jumpstart to help 
used in literacy instruction." one child over yocp children 
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